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PREFACE

The Study of Induction Programs for Beginning Teachers began as an
investigation of fifth-year post-barcaisureate teacherlinternship programs
in which the intern taught half-time while completing an academic program
lesding to s master’s degree. After the start of the study, it became

clear that most teacher "intern” programs in thg/ggizeﬁ/§¥atés did not fit

el

this model. The focus of the study wag,ezﬁiﬁséd to an examination of the
//
problems of beginning-tegghars? The critical questions in this investiga-
T
tion are:

e What are the problems of beginning teachers?

e What kinds of programs have facilitated the solution of these
problems?

e What are the consequences of failing to solve these problems in
terms of achieving teacher effectiveness and stimulating a career of
progressive professional development?

Three approaches were used to gather information on these 4ssues: a
review of the relevant literature, the identification of an. visits to
programs designed to assist beginning teschers, and a review of the evalua~-
tion erorts of the programs. Twenty-four programs were examined in depth
as part of the study. Of these, four were site vis;ts- Educators through-
out the nation who are concerned about the problems of beginning teachers
were consulted.

?he final report of this study consists of four volumes. The first
volume discusses the problems and issues covered by the study, describes
the methodology utilized in the study, and provides a series of recommenda-
tions for teacher ecucators and policy makers. Comprehensive descriptions
of exemplary programs for beginning teachers are included in the second

volume. The digest of programs is intended to assist educators who either

i
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wish to implement or improve induction programs. The third volume provides
a review of the literature. The names and locations of educators inter-
"e‘:ed and involved in programs for beginning teachers are provided in the
fourth volume.

The project was directed by Project Co-Directors, Dr. Fredeti;k J.
McDonald, Senior Research Scientist, Division of Educational Research’and
Evaluation, Educational iz:ciing Service, Princeton, New Jersey, 0854l, and
Dr. Patricia Elias, Director of Research and Advisory Services, Educational
Ies:ing Service, Berkeley, California, 94704. Information about the study
and reports are available from either.

The study was funded by the National Institute of Education (Contract
No. 400~78-0069). Dr. Joseph Vaughn, the Project Officer, deserves major
credit for exercising the leadership and having the vision to expand the

study.

Et



ACKNOWLEDGEMENTS

—

This project could not bave been completed without tﬂe assistance
and cooperation of many individuals. Carol Stevenson served as the
consultant to the project throughout the study. Roni Simon coordinated
much of the information collection effert and information mansgement.
Mary Lee Fisher prepared a review of the relevant literature. All three
participated in the site visits.

An advisory board pruvided guidance to project staff and helped in
reformulating the study. Members of the advisory board inluded: Dr. Jere
Brophy, Michigan State University; Dr. Elizabeth Cohen, Stanford University;
Dr. Kevin Ryan, Ohio State University; and Dr. Richazrd Smuck, University
of Oregon. We were also assisted by Dr. L. O. Andrews, Emeritus, Ohio
State University; Dr. Ray Bolan, University of Bristol, England; and Dr.
Jonathan Sandoval, University of California, Davis.

Throughout the project and during the production of the final report,
coordination was a key element in the project’s success. Alice Norby was
the Project Secretary in the Princeton Office. Nancy Castille was the
Project Secretary in the §erkeley Office. Other individuals who supported
the project co-directors in various aspects of the production of the final
report included: 1) Wanda Collins, Jean Gutterman, Bill Theiss, Carlos
Velasquez, .lonica Laurens, Barbara Sanchez, Robert Allen and Nannette Fox
who procduced the reports in Berkeley; 2) Ingrid Otten, Michael Walsh,
Patricia Wheeler and Alice Setteducati who edited the reports im Berkeley;
3) Helen Tarr, Christine Sansone, and Veronica Morris who coordinated the
transmission of materials from Princetom to Berkeley; and 4) Lois Harris

who helped type materials in Princeton.

i1



& »

A

We must acknowledge the support and cooperatiom of the many educators
throughout the nation who provided verbal and written information to us
throughout the project. Their unfailing assistance through sometimes
several phone calls and their genuine interest in the project were {
invaluable to us.

And, lastly, we again express our gratitude to the staff and partici-
pants of the beginning teacher induction programs who provided us vith the
opportunity to visit them. The project could not have been done without
the time and information they so generously shared with us.

Frederick J. McDonald

Patricia Elias
Project Co-Directors

October 1980

Educational Testing Service
Princeton, New Jersey and
Berkeley, California

iv



-l

"

TABLE OF CONTENTS

Pl’efﬂce . . » . . . . L] . . s . [] . . o 0 . . +

Acknowledgements . . . . &+ . . o e o o 0 s o .
Background . . . . . . ¢ 0 ¢ e s e e e o s e
Analyéis of the Research Literature . . . . . .
Identifying Programs . . . « . « « « o+ o o+ . .
The Selection of Programs for Site Visits . . .
The Purpose and Utility of the Site Visits . .
Preparation for the Sire Visits . . . . . . . .
Site Visit I: Stanford Intern Program . . . .
History and Development . . . . . . . . .
RAationale . « ¢ + o o o ¢ o o o o o ¢ o o
Descriplion . .+ ¢ ¢ o ¢ & o o o o o + o
Evaluation . . « « « o o o o o o o« o o o .

Specific Notes and Comments from the
ETS Site Visit Team . « . « « « . + &

SUMMETY o + o =« o « &+ o o &+ o o o o o o

Site Visit II: Resident Teacher Master's Degree
Program, University of Oregon .

History and Development . . . . . . . .
Rationale . . . « ¢ o ¢ ¢ ¢« o o o o o« o
Descripltion . . + ¢ o o o o o o o o o o o
Critical Components . . . . . « + o &« + &
Evaluation . « o + o o o o v o o o o 4 o0 e

Specific Notes and Comments from the
ETS Site Visit Team . . . . . « . .« .

Summary . . . . o e 0 o e s o

Page

iii

10
1]

17

18
31
34

59

59

62

73

74

75

77

108

115

118

N ey g



Site Visit III: The Intern Teaching Program for

History

College Craduates, Temple University

and Development . . . . . . . . . « . &

Descript ion . ] . . . - . . . . . . . . . . . .

Inplementat ion . . . . . . L] . . . - . . . . . .

curriCUIW . . . . . L] . . . . . . . L] L] . . . .

Specific Notes and Comments from the
ETS Site Visit Team . . . . « ¢« « &+ & &« o« &

Summary

Site Visit IV: The Staff Academy Program for

New Teachers, Jefferson County
School District, Colorado . . . .

Description . . . . ¢« v ¢ & « o « « .

Implementation . . . . « ¢ o« ¢ o« 0 e o 0. e

EvAluation . &+ ¢ « « o o o s « o o o o 2 o« o o o

Specific Notes and Comments from the
ETS Site Visit Team . . . . . « « . « + « &

Summary

Exemplary Program Overviews . ., . . « . « + + « &

University Models . . . . . . . . + .+ « « .« .

ronsortium Models . . . «. ¢ &« ¢« ¢ ¢« ¢ ¢ o o .

School Districi Models . . . . . . . « . . .

Statewide Model . . ¢« . ¢ v . bt s bt e e e e

Teacher

Appendix A:

Appendix B:

Corps Models . . . . . . .

Survey Forms for Stsff and Participants
of Case Study Sites . . . . . .

Descriptors of Indv.tion Programs
for Beginning Teachers

vi

10

Page

. 121

122

. 123

. 124

129

. 140

. 147

. 149
. 150
. 152

. 158

. 158
. 167
. 205

. 206

217

. 219

. 223

. 225

. 249

. 323

3



v . FIGURES
Page

2.1 Phone Interview: Identifying Programs
for Beginning Teachers . . . + « « « o ¢ o o« o ¢+ o o o o+ o s 3

2.2 Phone Interview: for Directors of Exemplary
Beginning Teacher Programs . . . . . . « « « o ¢« ¢ o o o « &

[« 4

2.3 General Questions for the Site Visit Interviews
of the Beginning Teacher Induction Programs Project . . . . . 12

2.4 Features of Exemplary Programs
for Beginning Teachers . . . . . + o ¢ o o o o ¢ o o o o 0 o oo 230

vii




{

The Digest of Helping Programs we will present in this volume reflects
our efforts to locate and describe exemplary support programs for beginning
teachers in the UnitediStates. Twenty~-four programs are included, of which |
four are described in considerable detail. Tt is our hope that the Digest
of Programs will be a resource to educaters who wish to design and implement

new programs to assist beginning teachers or to modify existing programs.
BACKGROUND

The study was originally designzd tc be a study of teaching intern-
ship programs in the United States. Three methods of inquiry were to be
used:

1. a review of relevant literature;

2. existing intern programs were to be located
~and described; and

3. site visits were to be made to a limited
nurber of representative programs.

The final product was to be, a description of what we currently knew
about teaching internships, what research needed to be done, and what
proposals could be made for the more general adoption or improvement of
internship programs. As the study developed, its goals were changed to
include all of the kinds of programs that exist to help beginping teachers
solve the problems they encounter. Our methods of research and analyses
were essentially unchanged.

This study in both its original and expsnded conceptualization was
intended to be essentially reflective in nature, a study in which the
staff considered the issues and ideas that emerged from literature, from

discussions with interested educators, and--in particular--from interviews

12



2.

and discussions with eacher trainers in districts and iastitutions of
higher education. The project was not intended to be an all inclusive
survey of extant programs and practices. We were, rather, to select and
describe fully & small number of prototype progrsms sttemprLing to &ssist

beginning teachers.
ANALYSIS OF THE RESEARCH LITERATURE

The research literature is described in detail in a separate volume,
as are the methods used for its collecion and organization. We used
standard procedures for identifying relevant literature. Computer assisted
searches of the available indices of literature were made, and the initial
searches were brought up to date by a hand search of relevant indices and
abstracts. Materials for inclusion also were suggested by our federal
project officer, our advisory ;ommittee and by many of the educators we
contacted during the study.

After the initial title search, abstracts were considered, promising
articles, books or documents were ordered snd reviewed by the staff. A
system for exchanging documents among staff members was established.. The
literature review appears in the third volume of the project reports.

The staff discussed the suhstance of the litersture on numerous
occasions both in formal meetings and informally in conversations. This
discussion was facilitated by the remarkably homogeneous character of the
literature-~-the literature is more rhetoricasl than it is descriptive.

ALXery lit.le empirical date or analyscs cf data is presented. There were,

however, a number of reports whicu represented sclid proposals for the

development of different types of programs and these reports were used as

13
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3.

frames of reference for thinking about possible kinds of beginning teacher
Programs.

The litersture, both descriptive and empirical, left much ro be
desired for the purposes of this study. Descriptions were old and almost
exclusively concerned with program run by institutions of higher education.
The historical record of ;ven those programs was relatively weak. It was
difficult to know what was done, how changes were made over the years or
what the major results of the use of these programs were. The literature
review did not serve us well for loceting or describing programs for

beginning teachers, much less afford us a notion of the quality of those

programs. We augmenterd the review with more direct methods.
IDENTIFYING PROGRAMS

Besides the literature review, telephone and mail surveys were used to
locate structured programs designed to assist beginning teachers. We
surveyed, by telephone, the directors of national and regional associations
and organizations involved directly and indirectly in tescher training and
inservice activities. We talked to the officers in state departments of
education responsible for tescher certification, education or inservice
training in their states.

We provided our definition of a beginning teacher and the kinds of
programs we wished to locate:

The beginning teacher is a person in the first year of
teaching where some kind of systematic program is in place
to help the teacher. The programs may be local, regional,
etc., and may or may not involve an institution of higher
education. The beginning teacher must be certificated,
either provisionally or fully; paid by the district, and
working full time or on & somewhat reduced work load.

14
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We indicated that we had found that bepinning teachers were sometimes
called interns or resident teachers. Our respondents were asked not only to
identify programs but to nominate fnose they considered Yexemplary.” We
widened our information network by arking each person also to help us
locate other people who were ihterested or involved in such programs. The
original phone interview we used is shown in Figure 2.1.

Some 500 inquiries about the existence of programs were mailed to
people and institutions throughout the nstion. Every state superintendent
was included in the mailing as were all institutions with graduate level
education departments with a fairly sizeable enrollment.* The total search
effort--literature, phone and mail--produced & list of about fifty programs.

The directonrs of the fifty programs were contacted by phone. Twenty-four
of those programs actually fit our definition and were regarded as exemplary
bv educators not connected with the programs. A more detailed interview
was prepared and sent to the program directors in advance of a second phone
call. The more detailed phone interview is shown in Figure 2.2.

Our goal now was to describe the twenty-four programs. As part of the
interview process, we requested that any relevant printed information be

sent to us, and asked if we might call back to fill in any additional —
L~

-

information needed. We also indicated that we planned to VisZ;’f,ifE;L”j;/////"‘//
///’ o
number of programs and asked if the program director to who 'vaefg I ”

talking would be amenable to such a visit. The gﬁpﬁigsfﬁf/}he interviews
el Pl o
P -
* and site visits appear in this velume. Eﬁiﬁ,of’the twenty~four programs

is included. IR

*Our source was Tbe'Eaucatioq Directory, Colleges and Universities,
1978~79; National Center .for Educational Staiistics, HEW.

15




5.

Figure 2.1

Phone Interview: Identifying Programs
for Bdeginning Teachers

State ETS Staff liember
(1) Person Contacted Date(s)
(1) (<) &P
Title
Address
' &>
Phone

l. Introduce yourself; describe our project and its purposes; describe the
kinds of programs we are looking for using our definition:

A person in the first year of teaching where some kind of
systematic program is in place to assist the teacher. Programs
may be local, regional, etc., and may or many not involve an
institution of higher education. The teacher must be certifi-
cated, provisionally or fully; paid by the district, and working
full time or on a somewhat reduced work load. The beginning
teacher is sometimes described as an intern (Oregon) or a resident
teacher (Wisconsin).

‘,,,,ﬂvef‘ﬁsAsk them to tell you about any progiams in the state (or elsewhere).
- Get location, peoples' names, etc.

3. Ask them if they can help us locate other people in the state (or
elsewhere) who might know about suin programs.

L, Ask them to nominate exemplary programs and probe to determine why
they feel the programs are exemplary.

16




ggfgose

Control

(. 3

Beginning
Teachers

e

-

Qrpanization

" of the
e Program

Figure 2.2

Phone Interview for Directors of Exemplary
Beginning Teacher Programs

e What are the objectives of the progrom?

e How is the program designed to meet the needs of
beginning teachers?

@ What problems of beginning teachers were the programs
designed to solve?

e What kinds of teacher effectiveness are you trying to
develop?

e Why?

e Who runs the program? What are they like? (background,
experience, reasons for being involved with the program)

® How many staff members?

@ How is their time used? In what functions?

e Who is funding the program? What reasons did the funding
agency have for providing funds?

e What are they like? (number, background, experiencc,
certification)

e What characteristics or training are required for imclu-
sion in the program? Who evaluates the teacher?

e How do you determine the needs .f the beginning teacher?

M,,Wﬁét kind of teaching load does the beginning

teacher assumes?

e How are the courses, experiences organized?

e Are they systematically planned? Why, or why not?

17



Assessment

o

Figure 2.2 (continued)

.-/ -
-

what kind(s) of supervision or support are provided for
the beginning teachers? Who does it? Where? When?

What is their role? Who evaluates beginning teachers?
What happens if they are ineffeccive?

Who resolves disagregmenfé; if any?

what is the role of the cooperating school or district?
How well does the program work?”'(as seen by beginning
teachers, faculty supervisors, press, funding agencies,
cooperating schools)"

Has the progrém changed? Why? Where? Who decided on
the changes?

Has the program been evaluated in terms of objectives
est ablished?

Has the program been evaluated in terms of design? Has
the program been evaluated in terms of definitions of
effective teaching?

Was the program evaluated in terms of the degree to
which the problems of beginning teachers posed in the
program model have been solved?

1f no evaluation, why not?

18



8.
RENEAE

) THE SELECTION OF PROGRAMS
------ * FOR SITE VISIIS
The project co-directors considered several dimensions for the final
selection of programs we would look at in considerable depth. The programs
were 8ll nominated as "exemplary,” the best of their kind. \Thgre was a
remarkable concurrence in these nominations. We selected programs that

were stable, were distinctive in one or more respects, and were representa-

—
e

-

-

tive of a type of prog:ngmwf"

The mgjor charactiristié required of all identified prototypes was
a demonsfrated history ;f viébility. We picked programs to visit that had
been in existence for a number of years and had thus demonstrated that
viabilitv. They obviously;ﬁad been accepted by the institutions and
communities in which thgjﬁfunctioned. They had presumably survived various
kinds of crises, and they may have adapted over time to challenges and
crises in a way that would be interesting and informative to study.

We also tried to vary our selections by characteristics of the
sponsoring institutional, geographic location and the kinds of schools
and student populations with which they worked. One ~f the goals of the
original proposal was to identify programs designed to train teachers
for specific contexts, such &s inner-city schools, or for special pupil
populations, such as special education students.

Other characteristics considered were whether the program had a con-
ceptual basis (and subsequently, its conception of the problems of beginning
teachers), the level of schooling for which teachers were being prepared,

the degree or certificate to be obtained, the program's distinctive features,

and the evaluation designs and methods used.

19



The same dimensions were considered in the selection of district-
sponsored programs for beginning teachers as were used to select programs
associsted with institutions of higher education. Here, however, our
choice was much simpler. We found only five structured programs for
beginning teachers sponsored by school districts in the nation. Assuming
that we and the various people whom we consulted may hqve missed icme, the

number of such programs is very smalls,
_E \.;\‘ . ]
Two of what appeared to be very ifnteresting district programs were

just beginning, and therefore were not appropriate for site visits. They
are, however, included among the descriptions of district-based programs in
this Digest.

We selected four programs s case study sites. Three are associated

with institutions of higher education and one is a district-based program.

They are:

1. The Stanford Intern Program is a relatively small one-year program
for college graduates who may or may not have had a background in
education., They are not certificated teacters. Stanford interns
are employed one-half time as high school teachers of English,
social studies, physical education and music in urban and suburban

schools.

2. The Universitv of Oregon Resident Teacher Master's Degree Program
is a one-year program for certificated elementary school teachers.
The teachers are employed as full-time teachers in urban, suburbsn
and rural school districts.

3. The Temple University Intern Teaching Program for College Graduates
is a two-year program for college graduate with little or no
background in education, but with a strong academic background in
a content area for which there is a demand for teachers, i.e.,
mathematics and science. The Temple interns are full-time high
school teachers in inner-city and suburban schools,

4. The lefferson County, Colorado district based program, the Staff
Academy Program for New Teachers, is a one-year program for
certificated teachers at the elementary, junior high, and high
school levels. The teachers are full-time teachers in suburban
communities near Denver.

4



10.

The four programs are described in detail in the next sectioms.

The four case studies are followed by brief descriptions of the twenty

other exemplary programs we located.
THE FURPOSE AND UTILITY OF THE SITE VISITS

The purpose of the site visits was to have a face-to-face meeting with
the people who had developed the programs, who were or had participated
in them, and to observe first-hand whatever activities we could. In our
visit to Tempie University, for example, we spent time talking with the
director of the program. We met with faculty members who participated
in the program. We talked with graduates of the rrogram and current
participants in it. We spoke to a member of the Philadelphia school system
who worked with Temple University to place candidates and who was in charge
of personnel matters related to their employment. We observed classes at
the Universitv. In most places we had no real opportunities, however, to
observe interns or beginning teache{s teaching. We also requested copies
of program-related documents, particularly those reflecting evaluations of
the programs.

The site visits gave us the opportunity to learn about the programs in
detail, and equally importantly, to explore the thinking and experience of
those individuals who had been associated with the program for long periods
of time. These individuals could tell us about the politics of the develop-
ment and the long-term sustenance of their programs. They were remarkably

frank about difficulties and appropriately modest about achievements.

21



11.

PREPARATION FOR THE SITE VISITS

After the four sites were selected, we made &rrangements to‘have a
team from the project staff visit during the fall of 1879. Two or more ETS
staff members participated in each site visit. The people we wanted to
interview were identified and interviews and observations were scheduled.

Prior to the site visits, surveys were sent to various kinds of
participants in each program: the beginning teachers, supervisors, adminis-~
trators from participat.ag schools, faculty, designers and directors. We
originally had proposed a more extensive survey to augment the basic
information base. That, however, was not feasible. The surveys were
completed and returned to us prior to our visits. We used that information
to augment our general guidelines for interviews with specific questions
suggested by the survey results. Our general set of interview questions is
shown in Figure 2.3. The surveys are included in Appendix A of the volume.

The case studyégéscrip:ions fcllow. The report of each site visit was
prepared by the ETS team members listed on the cover page of each prograrm.
It is our hope that we have captured both the substance of the programs and
the remarkable spirit of the people involved with them if for r~ other
reason than to repay some of the kindness extended to us during the site

visits.

2



12.
Figure 2.3

Ceneral Ouestions for the Site Visit Interviews
of the Beginning Teacher Induction Programs Project

1. Program Director & Designer

Purpose: to determine how the program has evolved, sddress the issue
flexibility, determine structure and emphasis.

e Have there been any changes in the program over the years? Why were
these made?

e Has your motion of what is important changed?
e Who has par:icipated in these questions?

e What do you do to meet the changing needs for teachers?
e What do you do to meet the changing needs of teachers?

e How do you find out about problems in the program? How are these
addressed?

e What would you change if you could?

o What kinds of skills are emphasized? What kinds of materials and
or experiences are provided to meet these skills? How can vou tell
if they have been met?

e What kinds of informatisn is stressed? What kinds of materials
and or experiences are provided? How can you tell if they are
assimilated?

o
e Do you have a descriptive outline of the coursework vou provide

available?
e Do you have a rating scheme of teachers {interss, residents)

available?

2.  1Instructors/Faculty (either university or school district)

Purpose: to determine how they are doing what they want to do; to
explore the kind of human effort that goes into the program

e What are some of the problems of beginning teachers you have
identified? How did you determine these?

e Which of these problems do you address in your program? On what
basis did you make these selections?

23




: 13.
Figure 2.3 (contipued)

o How are these kinds of decisions made? Who is involved?

@ If a problem arises, how is it resolved? (i.e., policy decisions)
Who is involved?

e What would you change if you could?

e What kinds of skills are emphasized? What kinds of materials and/
or experiences are provided to meet these skills? How can you
tell if they have been met?

e What kinds of information is stressed? What kinds of materials
and/or experiences are provided? How can you tell if they are

assimilated?’

e Do vou have enough time to meet the needs of the beginning teachers
which you have identified?

3. Principals and School District Administrators

Purpose: to explore the relevance of the program to a school district
administrator, and to consider how well the program functions from
that point of view.

e What is the value of the program to you?
e How do you know if it is working?
e What can you do to initiste changes if necessary? Who is involved?

e Who are the support staff for this program? What are their interests
in it?

e What would you change--or do--if you could? Why?

e What, if any, is the change in regular district policy regarding
hiring new teachers because of this program?

e What influenced your school district in adopting this program?

4, Supervisors of Beginning Teachers

Purpose: to describe their role and how they view it.

e What are some of the problems you see that beginning teachers
need help with?
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Figure 2.3 (continued)

‘How do you help them?

Who else could be helpful? Are they?

What are some problems that do mot get met?

1f you could, what else wouvld you do to help them?
What are the best features of the program?

What would you change?

¢  How would you design & program?

Where you a participant in an induction program? This one?

Why were you attracted to this program?

Veteran Beginning Teachers

Purpose: to consider the program's impact on the beginning teacher

Why did you select this program?

What was the most difficult problem(s) for you as a beginning
teacher? How was it solved? Who helped?

What were the most helpful aspects of the program?

What had you hoped to learn, or receive assistance with, but
didn't?

How did the program meet your expextations?

How would you design a program? Whst advice would you give a
program planner?

what advice would you give beginning teachers?

What has come up since your induction which might be included in
future programs?

What has come up since your induction for which you were not
prepared? How have you resolved these problems?

25
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Figure 2.3 (continued)

Beginning Teachers

Purpose: to consider what the beginning teacher expects from the
program, as well as articulating his or her concerns

e Why did you enroll in the program?

e Did it pive you a good start? How? What has been most helpful
to you? :

e What advice would you give those considering application for next
year's program?

e Who does the program provide for you to go to with a request either
for change or a special problem?

¢ What kinds of problems are not being addressed? Do you think they
will be in time? How?

e What would you change if you could?
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; Site Visit I: STANFORD IKTERN PROGRAM
‘ Stanford University
Palo Alto, California

Date: Octoder 10-11, 1979

Interview Team: Mary Lee Fisher
Roni Simon

Program Contact: Dr. Robert Calfee .
(415) 497-4891

The Stanford University School of Education enjoys the reputation of
being a forerunner in educational trends and research in education. It
is the home of the concept of micro-teaching as a mesns of acquiring -
teaching skills from feedback and modeling with the use of videotape
equipment. The Stanford Intern Program represents an evolutionary
internship model, continually evaluating and incorporating an expanding
body of knowledge intce the teacher education profram.

Dr. Barbara Pence, then Acting Director of Stanford’s Teacher
Education Program, was our initial contact. The intern progrenm is
housed in the Center for Educational Research at Stanford and interns are
provided the latest theories of learning as part of their training. The
program has been historically attractive to more mature persons, people
returning to school in order to become teachers. This year, however, the
interns are younger than in any previous year. A major feature of the
program is quality--both in terms of participants and of program content.

The interview team visited the Stanford University campus during
October, 1979. We appreciate the cooperation of the program participants
and implementors. Their efforts afforded us the opportunity to describe
fully the Stanford Teacher Education Program (STEP). The candor &nd
objectivity of all those interviewed reflects the high degree of integ-
rity consistent with Stanford as a research institution in higher
education.

Interviews were conducted with participants at every level in STEP:
the Acting Program Director, the progranm coordinator, resident super-
vising teachers, a Stanford supervisor, and seversl interms. The inter-
views took place ir the CERAS Building on the Stanford Campus and at
participating school sites. Additionally, extensive phone interiiews
were conducted with Dr. Robert Calfee, present Director of STEP, and Dr.
Frederick McDonald, who was s faculty member during the early years of
the program. The following report reflects information gathered during
these interviews &nd from the literature provided by proiram staff.

_7
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THE HISTORY AND DEVELOPMENT OF TEE STANFORD INTERN PROGRANM

Development
The Stanford Teacher Education Program (STEP) was initiated in 1959

with a Ford Foundation grant designed to establish new grsduate programs

in teacher education. In 1964, Stanford’s School of Education incorporated
the experimental program into its regular program. Thirty-two interns
currently are enrolled in the STEP program. The {nterns sre prepared for
the Calil{ornia Single Subject Teaching Credential. The credential author-
izes the holder to teach‘the'aubject in his or her area of study at the |
secondary school level. STEP students alsc complete requirements for a

Master of Arts degree in educatiom.

‘Changes in tiie Stanford Intern Progranm®

The Stenford Intern Program has been by design an evolving program.
Various ways of organizing and conducting the program were tried during its
earliest years. As experimental practices were found to be more or
less successful, they either became permanent parts of the program or were
drupped.

A major revision occurred five years after the program was implemented.
?rior to that time, the intern program and the regular secondary teacher
training program were operating side by side. The planned goal of the STEP
evaluation was to compare these two programs systematically, but adequate
data were never developed for this purpose.

The faculty, however, spent vast dmounts of time analyzing what they
were doing, interviewing and surveying the interns, and picking up whatever
information they could from schoél administrators, school supervisors,

supervising teachers in the schools, the graduate assistants who were

*The sections which follow describe the changes in the Stanford Intern
Program and are contributed by Dr. Frederick McDonsld.
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acting as Stanford supervisors, and other faculty members. Their ggg;~waéj
to determine how the program was working; whether or not gge‘iﬁgé;ns were
becoming effective teachers,fnnd what the reactigngdf/ihe interns, as well
as of other individuals, were to the pgggraﬁ;”MAlthough the reconciliation

of information from ;hese variggsaébﬁrces was difficult, there was consid-

erable faculty agreement about the kinds of problems that existed and the

program revisions that were necessary.

- & The subsequent major program revision slso was affected by the sub-
stantial reduction in funding. When STEP was integratgd into th
Stanford program, the university continued to make available graduate
assistants who assumed the primary responsibility-for intern supervision.
Funds were also available for the conduct of the micro~teaching component
of the program. The faculty continued to be supported in one way or
another for teaching in the program. There was, however, considerably less

money at this time for continued program experimentation.

About this time (1965) the faculty also began developing tne Stanford

Research and Developmeut Center on Teaching. The R and D Center on Teach-
ing began to use the intern program as the experimental program for the
major research activities in the center. A series of experiments was P

conducted every quarter on the training methods that were used intthé
intern program.

Throughout its long history, the STEP program has been an innovative
and expeiimental program. The faculty had both the energy and the re-
sources to try various arrangements, and to conduct systematic research on
many aspects of the program. Out of this experimentstion came the use of
the videotape recorder as a device for providing feedback, and subsequently,

for providing models of both effective teaching and feedback. The concept



was conducted.
It should be noted that the Stanford faculty conducting this program
was a diversified group, and the development of the program reg;esenfed
a melding of ;heir various talents and, not 1n£requent%;,/é/ébmpromisins of
individual view;:mmaobe:t Bush, the Director o{/;hé/p;osram, exercised the
1eadershi§ required to hold together zu/;ndéﬁehdent facuity in an innova-
tive and experimental forum, Hugbxdf/the credit must be given to him for
the consistency of develogpeﬁfizthe stimulation of innovation, and for the
nurturing of ideaq}, The“Stsnford Intern Program, while influenced by many

individuals, depended for its development and success on the leadership of

Dr. ROBert Bush.

////The Initial Form of the Program

The program, in its original design, attempted to break away from the
usual course arrangements in pre=service teacher education programs.

The Stanfo.d internship is, and was, a pre-service program in the sense
that, 4in general, none of the interns have had prior work in professiocnal
education or experience in teaching. The program offered mich of the
substance of the traditiomal program and much that was new. But, tradi-
tional or new, the substance was packaged in a new way.

Most education programs have & block of time devoted to the founda-
tions of education which include educatiomal psychology, philosophy,
history and sociology or anthropology. No attempt was made to adopt or
reorganize the suvstance of these courses, though much of the substance was
preserved in what was developed. A Geperal Seminsr was designed whicﬁ

included on its staff an educational psychologist, an anthropologist, a
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psychiatrist, and two secondary school educators, whose major interests
were the curriculum and administration of secondary schools.

This seminar was topic-free during most of its first year; that is,
specific topics were not set in advance of the seminar. The interns were
supposed to bring their problems to these classes, and the classes were
then to be conducted aggunﬂ”these problems. Seminars were called 'problem-
focused", and the experts were to use what they knew about secondary
education, anthropology, psychiatry and educational psychology to expand
the intern’s understanding of a particuler problem and, hopefully, to offer
practicalﬂgysgesﬁions.

,f/”Tﬁé/seminar was usually conducted for an hour and 8 half in this
fashion, and after a break, the interns met in small groups with each of
the staff members who were conducting the seminar to discuss their problems
in a more concrete way. Thus, the evening might bezgin with questions
about how you manage a class so that you preserve order. This topic would
be approached from whatever point of view the staff Ehough: was relevant.
The interns then broke up into groups and went into separate rooms, where
they discussed very particular problems with individual staff members,
problems which might or might not be on the genmeral topic that had been
discussed. /The general topic usually lapped over into the individual
groups because it was of concern to most of the interns.

This seminar was conducted once a week on slternate Monday evenings.
On other Monday evenings, the interns attended a Special Seminar in their
subject area. These s2minars were conducted by the curriculum and instruc-
tion faculty, and generally resembled the traditional methods courses in
their content areas. But they toc were supposed to be problem focused, and

the interns were to bring their specific teachin3z problems in their subject
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to the seminars. These seminsrs, however, very quickly began to resemble
the traditional methods courses. Some faculty members made a greater
effort to make the seminars problem~focused than others did.

The third major component of the intern program was the practical
experience inter were having in the schools. Each intern had been
interviewed by the school administration, had been accepted as a teacher in
a school; and was assigned a half-tine :eaching schedule. The interns
spent a good portion of each day in a school teaching a class.. |

Interns were completely responsi*le for the class that they taught,
within the usual constraints of the curziculum of the school or district
and the policies governing curriculum and instruction in that school. They
were for all practical purposes "regular teachers"”, except that they had
neither a full-time schedule nor responsibility for "after school" activ-
ities. They were required to meet with the parents of their pupils,
to organize their own imstruction and to evaluate their work.

The fourth component of the intern program was academic work. The
interns usually took at least two courses in their academic subject areas.
The concept underlying this requirement was that they were to move to an
advanced level in their major field. The program began in September and
continued on to the following August. Upcn completion, the interns received
a master’s degree and were certified to teach in the state of California.

The program <n its original concept was highly oriented to reflect the
experiences that the interns were having. Although this focus made
consfderable sense, it was the source of great problems, which in turn 1led
to changes in the design of the program.

The General Seminar changed regularly in terms of its design. It

quickly shifted to the presentation of substantive matters by the staff and
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to an emphasis on assigned and structured sctivities for the interms.

The feason for this change, which was disappointing to the faculty,
was that it turned out to be extraordinarily difficult to conduct problem-
focused seminars. The interns did not always have the same or similiar
problems because they were not at the same stages of development of their
skills, or because they were in markedly different teaching contexts.
Their interests and orientations were different. So a prcblem that was
pressing to one or to a8 group of interns fregquently was of mno intefest to
others. It was therefore difficult, particularly on a Monday evening after
a4 day of strenuous teaching, to maintain motivation and ianterest.

Another difficulty was that the interns themselves did not articulate
their problems very well. An intern might be having a "difficult problem”,
but what one usually heard was their disway at the characteristics of theilr
students, their disappointment that the students were not like they should
be, and their frustration or anger at the behavior of their students.

Since they did not rcally understand why these problems were arising, they
were not very good at describing their precise nature. This lack of
precise information perhaps would not have been a handicap if the faculty
had been able to observe the interns on a regular basis, or if they were
working closely with others who were. The consequence c{ not having a
first-hand view of what was occurring in the interns’ classes was that the
faculty did not understand their problems very well, or understood them
only in the abstract sense, and therefore could not make the kinds of
concrete suggestions that the interns seemed to need.

The Gerneral Seminar quickly approached disaster due largely to the

feeling of the interns that it was not providing them with the kind of help

.
-
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that they needed. The writer of this section was one of the staff mem-
bers, and he can testify that the staff vas, in.fact, providing very little
help because of their lack of familiarity with the details of the interps'
classes. Occasionally, when a staff member was able to observe an intern--
usually one in great difficulty--more specific kinds of help could be, and
wvas, given.

The difficulties with the General Seminar reflected a basic problem in
the organizational structure of the Stanford Intern Program. It had
evolved into a two~tiered staff. On one level the graduate student
supervisors worked most closely with the interns, and in turn were most
fumiliar with the interns' problems. At a“second level was the faculty,
who, though greatly interested in what they were doing, and in the problems
of the interns, reacted to these problems at & generai level. A predict-
able consequence was that the faculty were regarded as too theoretical.
Even their t. .t ideas, then, did not get translated into practice be;ause
they were not sufficiently concrete, or bec;use the faculty could not work
with the intern to apply them.

The changes in the General Seminar reflected, in many ways, reactions
to the orientations of the iaterns. A dynamic or a dialectic was set up
between the practical needs and demands of the interns and the desires of
the faculty to educate them beyond a particular problem so that a firm
professional basis could be established for their develcpmené as effective
teachers.

Early in the year, interns quickly identified with their supervising
teachers in their schools and came to regard them as the primatfrsource of

information on how to teach. In those early days the system for selecting

supervising teachers had not been completely established and interns
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sometimes worked with teachers who were not effective teachers. Although
the interns did not necessarily pick up bad habits (slfhough some did),
they were likely to pick up those habits iLsed by teachers they regarded as
"successful”.

It was obvious to the faculty that the interns were being socialized
into the schools by the staff of the schools in which they were teaching,
an inevitable consequence in any case, but one which, because of the time
when the socialization process began, had two undesirable effects. One,
the facultyfs influence was considgtably attenuated because the intern
identified with the teachers in the school, particularly his or her super-
vising teacher. The other consequence was that there was occasional
conflict between what the faculty were suggesting and what the supervising
teachers were recommending. Frequently, the experienced teachers derogated
what the faculty was teaching either as too theoretical, too impractical or
both. Whether or not it was, the situation created was ome in which the
faculty felt it had considerably less influence than it should have on the
professional development of the interns.

A major change was made at the beginning of the second year. The
interns were brought in at the beginning of the summer preceding their
intern year; the intern year began in June, rather than in September. The
advantage of this arrangement was that the faculty had time to develop
certain kinds of concepts about teaching without having those concepts
undermined by supervising teachers. We are not suggesting that the experi-
enced teachers were necessarily hostile or negative about everything the
faculty suggested. But there was sufficient discrepancy between their
point of view and that of the faculty, that the ideas offered by the |

faculty were either rejected or, at best, accepted as ideas that one
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might apply some day when an intern had really learned how to teach.

From the second year on, the General Seminasr became more structured.
Faculty members now had some idea cf the sequence and type of problems of
beginning teachers and organized activities around those ideas. During the
third year, many instructional activities were organized around data-sets
which the interns gathered in one of their classes. The intern put to-
gether information on each pupil in the class. That infcrmation included
the pupil’s parents’ socioeconomic status, education, the pupil’s achieve-
ment test scores, aptitude fest scores, previous academic record, and any
other information that the intern found asvailable or gathered on the pupil
during the course of the year. The instructional activities involved
looking at inter-relations among these data. An example was the correla-
tion that each intern found between pupils grades and the socioeconomic
status of the children in a class, a topic which they had been introduced
to by reading a chapter on that subject in Elmstown’s Youth. These kinds
of activities were variable in terms of their acceptability to the interns
and their utility to them.

From this point, the faculty experimented with various types of
training activities and topics in an effort to find a basic set which would
comprise a substantive program of instruction.

As time went on, it became apparent that the multidisciplinary team
was acting largely serially in the ing ~tion. The subject matter, while
interesting and presumably relevant, was diversified and . ually could not
be gone into in great depth. A topic which started on one night was not
necessarily followed up on succeeding nights. These arrangements were
matters of dissatisfaction to faculty, but the commitment of the faculty to

experimenting forced this highly variable arrangement of topics on them.
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The faculty chose topics for their relevance, developed them in as inter~
esting and productive a& way as they could, and then moved on to new topics.

These experiences with the General Seminar were not paralleled in the
Special Seminar for two reasons. First of all, the interns from the very
beginning saw the Special Seminar as more concrete and relevant to what
they were doing. If they were teaching history, the Specisl Seminar in
social studies covered how to teach history, and even though the interms
may not have used all the ideas presented, somehow its topics seemed more
germaine than the kinds of topics being covered in the General Seminar.

A second reason was that the Curriculum and Instruction faculty never
nade the same effort that the General Seminar faculty made to adapt the
format and structure. Some of them, who were not too favorable to the
intern program in the beginning, really wanted to teach what they had
always been teaching because they believed in its value, and managed to put
much of what they had been teaching into the Special Seminar. As cne looks

back on this experience, it may be that they chose the wisest course.

Major Changes in the Second Phase of the Prugram

The second major change in the program occurred when two ¢f the staff
members introduced- the use of the videotape recorder. During the first
phase of STEP there had been considerable experimentation with filw, but,
as usual, the experimentation led to some interesting ideas that were
neither sufficiently developed nor sufficiently ingegrated into the program
to be consistently useful. The videotape recorder, however, enormously
expanded the possibilities of using visual media ss a training tool.

About the same time, an experiment was conducted by one of the gradu-
ate students using a scaled down, structured teaching s{tuation. These two

developments led directly to the creation of what became the Stanford
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Micro-Teaching Clinic. The training was subscquently‘expanded to include
two or three other skills. Simultaneocusly, tle two‘faculty members

were conducting studies of the impact of feedback and modeling on the
acquisition of teaching skills. As the experiments were completed, the
skills were carried over into the micro-teaching §linic. Within & rels-
tively short period of time, the summer sessions were reorganized around
the micro-teaching clinic, and became & major portion of it.

The micro-teaching training was the practical training which preceded
actual teaching in the classroom. The idea was ’f{:o train the interns in
basic teaching skills and to prepare them for classroom teaching in the
fall. The micro-teaching clinic was very popular with the interns. It
gave them the opportunity to work with students:the first day of summer
session. Their reaction again reflects the baéic attitudes of an intem,
which are that they need to learn how to teach as quickly as possible and
that they want to spend most of their training time in the practical work
of teaching. This attitude was probably the most significant characteristic
of the ‘.uterns, and may be one of the ways in which the intern differs
significantly from the student who is g0ing into student teaching.

By the end of the first experimental period, it became apparent that
a new structure of adequate substance and format had not evolved. The
"course work" component of the program was therefore reorganized somewhat
like 4t had been in the traditional teacher training program. Educational
psychology was taught exclusively to the interns in two psarts: 1) a summer
session on instruction, and 2) a fall scssion on testing and evaluation.
The interns took a Special Seminar, vhich was at this point a traditional
methods course in their subject through most of the year. In the winter

and spring quarters, seminars were added on the organization and adminis-
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tration of secondary school, and on the context of teaching. The philo-
sophy and history of education were abandoned in the program. Although some
attempt was made to use a practical form of philosophy training, it did not
succeed. GCenerally it was believed, based on the first six years of
program experience, that the interns were not ready for thinking sbout
those droader issues of education until they had msstered the rudiments of
teaching. |

Therefore, the new form of the program was heavily oriented to learn-
ing to teach in practical ways. The micro~teaching clinic in the summer
was the first intern experience snd the education psychology course was
integrated to a large extent around the technical skills of teaching. The
educational psychology course in the fall focused entirely on the deveiop-
ment of evaluation and assessment systems for each intern’s class. The
program remained in this general form through the sixties and into the
early seventies.

Lessons to be Learned from the Changes in the Stanford Program

The Stanford program was blessed in two ways. First, it had an
{maginative and imnovative faculty; and second, it had fiscal and other
resources for conducting the program. It was a vital, exciting program
which had considerable national influence on teacher education. Even
though it did not do all that it ser out to do in the way of reforming the
design and structure of teacher education, it accomplished much by way of
demonstration.

; The program had two problems which seem to affect all intern programs.
First i{s the practical need of the interns to be ready to tesch and to

overcome their overvhelming anxiety asbout learning to control a class and

conducting instruction. The second is the kind of political negotiaticn
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which affiicts all tescher education programs whatever their forms. The
intern program, however, i{s moved outeide che realm of the political arena
of the college or university. The interns are in real classes with real
pupill in real schoois. The intern program 13 far more visible thgn most
taacher education programs, and, therefore, 1s more likely to be evaluated
and criticized when someone thinks it appropriate to offer eriticism. It
may be that this more public aspect of the internship, combined with the
urgency which the intern brings to being taught how to teach, are charac-
teristics which make an internship program more practical in their orien-
tation and more sensitive to the problems of beginning teaggers.

The basic problem of trying to prepare a beginning teacher for the
immediate task of teaching as well as for a lifetime of teaching is not,
however, resolved by an internship, and the changes in the Stanford program
1llustrate this basic difficulty. The Stanford faculty tried to lay a !
foundation for progressive professional development. One of the reasons |
they were considered "theoretical" was that they were attempting to acbie&e
this goal. There was no way tha* the faculty could guarantee that thej
were credible, becsuse others to whom the interns were uxposed were regular
teachers whose advice seemed mare realistic. The faculty, therefore,
worked under a double handicap, the ‘mage held of them, and their own need
to provide the kind of training that would take the intern beyond thg
experiences of the interm year.

The Stanford internship, like all internships, faced the basic
difficulty of preparing someone té teach while time they are actually
teaching. With little or no previous prepsration, an intern can quickly
get into trouble., The design of the progrem has little to do with the fact

that they are in trouble and may be irrelevant to getting thenm out of
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trouble. The faculty tried to help interns manage classes, using the
videotape recorder, for example, to follow an intern as they taught.

The videotapes were then analyzed by faculty members or other staff who

sat down with the intern to discuss improvement. Such innovations somefimes
helped some interns but did not vesolve the basic problem which was that

the interns could bde into rea. tiouble from which the program could not

help them recover.

Because of its innovative and experimental nature, the Stanford
program is particularly useful to educators considering how to use an
internship and‘how’to design pre-service programs generally. Xt was one of
the most successful tests of the concept of an internship end Lllustrates
about how far thé internship can be developed within the comstraints
imposed by the nature of the internship itself.

« The Stanford program has many aspects which could be readily adapted
to assisting any beginning teacher. The micro-teaching clinic, the use
of the videotape recorder during the teaching year, and the close supervi-
sion which the program provided created an environment of support for
interus which could'be used to create an effective program for a beginning
teacher.

RATIONALE OF
THE STANFORD TEACHER EDUCATION PROGRAM

The prograr encourages each candidate to develop theories of education
and tezching. The program &lso recognizes the importance of the relation-
ship of theory and practice in the school as a social institution. The

followi.g assumptions underlie the intern’s experiences in the STEP:
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® A comprehensive understanding of the structure of the discipline to
be taught is esseantisl to teaching competence;

o The classroom is a community with its own norms, values, voles,
status positions, and structures;

@ Means are available for analyzing interactions among teachers,
students, subject matter, and community, which can and should be
used;

e The teacher must be a diagnostician and evaluator of the social
system in which he or she is a participant;

¢ Informal classroom group processes affect students' attitudes as
well as their academic performance, and teachers can modify these
group processes constructively;

e Some spontaneous natural human tendencies, when given relatively
free play, will facilitate a substantial gmount of meaningful
learning.

The Stanford Teacher Education Program places all of its students in
either internship or student teaching positions during the regul zr school
year. An intern is & part~time paid teacher who has full legal responsi-
bility for two classes throughout the school year. A student teacher also
teaches two classes throughout the school year but learns under the direc-
tion of a teacher who has full legal responsibility for these classes.

Thus, the teaching practicum takes two forms:

1. Internship: Responsibility for teaching two classes a day for

the school year, plus at least one hour daily in school for

preparation, observation, participation, conferences with stu-
dents, resident supervisor, and other members of the staff.

2. Student Teaching: Limited responsibility for two classes for the
school year, under ...» direct, continuous svpervision of the
teacher assigned to the class; the student's responsibilities
for the class or classes will increase at the discretion of the
assigned teacher and the school. But in no case is a student
teacher to replace the teacher assigned to teach tne class or
cl-cses. A student teacher is not credentialed by the State.
Stuceats spend ac leagst one additional hour in the school daily
for observation, preparation, conferences with ltugeﬁis, the
supervigsing teacher, and other members of the school staff.

Major sections of this report are ta: 1 from Stanford Teacher Education
Program, Resident Supervisor's Handboo., School of Education, Stanford
University, 1979-80 and Stanford Teacher Education Program Handbook,
1979-80 -
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The basic differences between interning and student teaching are
three: rate of induction into full teaching responsibility, legal respon-~
sibility and stipend. The rate of induction into full teaching responsi-
bility is accelerated in interning. Following the summer practicum,
interning requires assuming full teaching responsibility at the beginning

P

of the school year. Student teaching perwmits 2 gradual induction into

-~

full tcaching responsibility. Second, interning means assuming, from the

-

beginning of the school year, full legal responsibility fe;,thé class.

S:ident teaching means teaching in a class to which/;rfégular member of the
school faculty is sssigned and for which thag/fieaity member carries full |
legal responsibility. Both positions,/inté;ning and student teaching, are

training positions receiving suggrﬁi;;on, advice, and counsel from a

resident supervisor and a Stanford supervisor. Third, interning means

,//

being a paid contrgg:uél trainee in a school district. Student teaching
means being q/traiﬁee in a school district without stipend.

?bg séétion of the California Educgtion Code which applies to these
training positions is 18103(d). "Professional preparation” means either
(1) at least any nine semester units of professional education courses and
one semester of approved full-time student teaching or its equivalent under
the supervision of an approved college or university, or (2) an approved
internship program of at least one year.

For student teaching, the Code requires "one semester of approved
full-time student teaching or its equivalent." The usual teacher education
program in California follows that requirement literally. That is, students
are gradually inducted into full teaching responsibility in the five classes
which is the typical teaching day. Students carry no other courses.

Stanford chose to take advantage of the phrase "or its equivalent.”
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Instead of student teaching in five classes in one semester, Stanford
requires student teaching in four classes spread over two semesters plus a
summer practicum. Stanford proposed this "equivalent" to the California

Commission for Teacher Preparation and Licensing and it was accepted.
DESCRIPTION OF THE STANFORD PROGRAM

The Stanford Teacher Educatibh Program is & univérsity sponsored
teacher induction program which places its thiréy-two graduate level
interns in part-time teaching positions in cooperating school districts
within a 50-mile radius of the university. The university is located in
Palo Alto about 50 miles south of San Francisco, California. Interns are
interviewed by school administfators and accepted as regular part-time
teachers. They are responsible for teaching two classes per day for the
school year, and for spending at least one hour daily in school for prepar-
ation and observation as well as participating in conferences with stu-
dents, resident supervisors and other members of the staff.

Interns also spend about one-half of each day at Stanford University
taking the required coursework. Coursework at the university’takes place
in the Center for Educational Research at Stanford. Professors, super-
visors and program discussion leaders are located in the CERAS building.

STEP currently offers subject area specislities in English, Physical
Education, Music and Socisl Studies. Each subject area is headed by a
professor (or assistant professor) and (at least) one supervisor. Addi-
tionally, two program discussion leaders provide the interns with the

opportunity to share experiences.

44



35.

STEP Advisory Council and STEP Subcommittee

The STEP Advisory Council is composed of representatives from each
subject area group. It functions on behalf of the students, &cting in an
advisory capacity to the Program Director and the STEP staff. It is also
concerned with professional and socisl activities for STEP students,
teachers and interns. Meetings are held quarterly with the program direc~-
tor and the STEP coordinator.

The School of Education governs its programs througE faculty~student
commi:tees; The relevant committee for STEP is Curriculum and Teacher
Education. The STEP Subcrmmittee of the Curriculum and Teacher Education
Committee is responsibile for operational policy relative to STEP. From
the STEP Advisory Board, two students are selected to be representatives on
this subcommittee. Representatives on the subcommittee can rotate each
quarter depending on the preference of the STEP Advisory Council.

In planning coursework for the year, interns consider arranging
their courses to allow for flexibility in tuition payment. Ordinarily,
most interns are able to pay full-cost for two quarters of tuition and
two quarters at half-cost tuition, bit some interns needing or wishing to
strengthen their background in an academic area of education may pay é
third quarter of full tuition. University rules goverm tuition payment.
In summer, tuition is paid by the unit; in other quarters only full or half
tuition is allowed. A half tuition quarter means that an individual may
take no more than eight units and one of these units must be & practicum.
However, a full tuition quarter does not have a top limit on units (until
twenty-£five). Beyond eighteen, & petition does not have a limit on units

until twenty-five. Beyond eighteen, & petition must be filed with the
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Dean's Office. This petition is usually accepted if a substantial part of
units above eighteen is for practicum or other experienced-based units.

This means thst an intern should take between thirteen and fifteen of his

- or her practicum units during the quarters that hé or she pays Stanford

full tuition. It also means that the intern's courseworh load will be
approximately the same each quarter.

Intern Placements

When & principal indicates a8 need for interns, STEP interns' papers
are sent to the principal for review. Candidates for the interviews are
selected on the basis of school need, academic preparstion and specializa-
tion. Following an interview, the principal notifies STEP if he or she
wants to employ any of the interviewed interns. When selected, an intern
normally signs a contract within 8 week to ten days.

The Field Experience

The Practicum is a joint effort by Stanford University and nearby
schools. Interns are supervised from Stanford University on a weekly
basis during the summer and September. During the Autumn, Winter, and
Spring Quarters, Stanford supervisors visit classrooms every two weeks.
Interns have additional supervision from resident supervising teachers,
department heads, and school administrators.

Following visits, STEP interns and supervisors arrange to discuss the
visit. Based on visits and conferences with the intern, the STEP super-
visor prepares quarterly Progress Reports related to teaching performance
and discusses the reports with the intern. Copies of evalustion
reports are Sent to the intern's advisor and to the STEP director.

All STEP interns are supervised by a Stanford tutor-supervisor and by
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an experienced teacher in the school who has agreed to serve as & resident
supervisor. Each Stanford supervisor is an experienced teacher in the
field in which he or she is supervising and is a candidate for an advanced
degree in the School of Education.

The Stanford supervisors work under the direction of the professor of
Curriculum and Irstruction in the subject matter in which they supervise,
ond with the director of STEP. They work with the STEP interns during the
sunmer. In addition, the Stanford supervisor confers with the STEP intern
and the resident supervisor on a regular basis, ideally every time the
Stanford supervisor visits the class. The initial conference is used to
clarify school expectations anrd course objectives.

Academic Coursework

Interns take foundation courses in psycholngy, sociology, philosophy,
the history of educstion as well as courses in health, adolescence and
reading. Candidates also study curriculum and instruction in their teach-
ing fields. Although the curriculum areas vary widely in their nature and
content, professors teaching in the area emphasize the relationship between
the structure of their discipline and educational objectives, content,
organization, methods of teaching and evaluation. The professors teaching
these courses are recognized authorities in their fields, and as a conse-
quence candidates can be expected to be reasonably well acquainted with the
extensive literature and research in the;r fields and with efforts to
develop and implement new curricula and methods of teaching.

Courses are taken in other departments of the University to increase a
candidate's competence in the subject matter and also to provide an opportu-
nity to work with graduate students in other programs. Most of

the courses also fulfill requirements stipulated in the guidelines estab-
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lished by the California Commission for Teacher Preparation and Licensing.

Roles and Responsibilities

As valuable as all the above-mentioned components of the program m#y
be, however, the year-long practicum in the schcol is the actual proving
ground for the beginner's professional prospects and makes the most signi-
ficant and lasting contributions to his or her current effectiveness as a
teacher and qgmber of a school community.

In order to accomplish this, the efforts of those persons filling the
following positions are necessary: the intern, resident teacher, and
Stanford supervising teicher. Qualifications and responsibilities for each
of these components are described below:

The Intern's Responsibilities. STEP interns are in full-time atten-~

dance at Stanford during the summer preceding teaching and attend classes
during the academic year in addition to fulfilling their teaching respon~
sibility. All candidates for the Master of Arts degree are required to
take a minimum of 12 units for letter grades. Graduate students must
achieve a G.P.A. of at least 2,75, At the discretion of the instruc-

tor and with the concurrence of the advisor, units may be takenm for pass/no
credit. Practicum units do not count toward the 12 unit minimum require-
ment for graded course work. Grading of practicum as letter grades or
pass/no credit i= done at the discretion of the instructor.

The Stanford Teacher Education Program has long been involved in
research designed to improve the quality of preparation in the program and
to increase information about the learning and teaching processes. Appli-
cants who accept admission to the STEP program thereby commit them-
selves to participate in research projects related to teacher education and

approved by the Committee on Curriculum and Teacher Education.
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Interns arc considerad regular staff members of their schools and are
subject to direction from the administrator and department head in each
school. Although they do not teach full-time, their half-day includes
the teaching of two classes, formal preparation hours, visiting classes
taught by other teachers, conferring with students and Supervisors,
and preparing for classes. In addition, as part of the practicum, the
candidate attends at least one School Board Meeting, PTA meeting, Teachers'

Association Meeting, Department Meeting, and Faculty Meeting.

Ext:gsprgicular Activities., Stanford believes, that the first months
of beginning teaching should be free of extra duties for an intern as far
as possible. The pressure of course work, in addition to the tensions and
anxieties of entering a new role as a beginning teacher, add up to a very
full load for en individual STEP student. Additional extracurricular
assignments in the school, beyond the primary classroom responsibilities,
tend to overburden the intern during those first few months.

STEP requires that interns accept additional assignments only if
the assignment does not conflict with coursework at Stanford or if the
assignment does not involve a time commitment which would interfere with
the time necessary for preparation of teaching and teaching itself. All
extra~curricular assignments must be approved by the program director and
the intern's advisor.

Resident Supervisor's Responsibilities. The resident supervisor who

agrees to assist the STEP interns is an experienced teacher. This teacher
is one of the most important persons involved in the program. He or she is
encouraged to continuously observe the beginner in both formal and informal
settings, and has the advantage of knowing the school, its policies, its

teachers, its students, its parents, and the community served by the
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school. The resident teacher provides counsel and guidance based on thesa
observations. It is difficult to list all the educstional opportunities
and responsibilities for the resident supervisor--to help the beginner as a
person, as a teacher, and as a member of the school community. However,
the following practices have helped previous interns and continue to be
practicable and important.

1. Orientation. The school's orientation program may provide most
of the information needed by a new intern. But because of
varistions in orientation programs and in a newcomer's ability to
ad just readily to a new environment and to make new friends, the
resident supervisor should be prepared to clarify answers to any

questions the STEP intern may have in addition to topics covered
at pre-school sessions.

Orientation includes introducing the STEP intern to the school

plant and to other members of the staff, to the teachers’ restrooms,
cloakrooms, workroom, departmental offices and materials, coun-
selors' offices, the school nurse's office, the library, the
textbook library and other community resources and facilities
relevant to a teacher's role in your community.

2. Supervision. The resident supervisor participstes in four major
areas of supervision: observations, conferences with the intern
and Stanford supervisor, sending in the progress report regularly,

and followups.

a. Observations of the STEP intern as a classroom teacher are
essential to the supervisor's swareness and understanding of
the candidate's strengths and weaknesses as a teacher and
member of & school faculty. At least one observation should
be made of an intern's classes every other week, but additional
visits are often desirable, especially during the early part
of the school year.

b. Conferences with the STEP intern gnd the supervisor are
encouraged. Conferences follow each observation and include
recommendations for improvement as well as feedback about
performance and progress.

The principle of "positive feedback" and its effect upon
performance pertains to all learners and especially to
emerging professionals. Emphasis is on the positive aspects
of the intern's personal and professional attitudes and the
value of the performance as a classroom teacher, and as a
member of the school and community. When negative consequences
result from the intern's behsvior, they are discussed openly
with the intern.
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Progress Reports are important for purposes of identifying
special aspects of the intern's performances and progress.
The candidate's competencies are to be appraised by him or
her, by the resident supervisor, the Stanford supervisor, and
by students in the classes. 1In the case of intern teachers,
the Resident Supervisor's Progress Report should be completed
by the person designated for teacher evgluation in the
school. The use of more extensive written comments upon the
Progress Report has proved to be of great benefit for the
identification of specific progress, and for overall evalua-
tion. The number of observations that serve as the basis for
the report should be indicated on each report. Progress
Reports may be submitted frequently if the resident super-
visor or the person designated for teacher evaluation so
desire, particularly during the first weeks of the school
year.

Follow-up to observations, conferences, conversations, and
reports is an importent part of the supervisor's function.
Through it, the supervisor ascertains whether the various
recommendations made in conferences have been accepted and
tried by the candidate and whether they have proved to be of
any help. If the candidate has tried any of the recocmmenda-~
tions, the supervisor helps him or her understand why the
suggestions were or were not effective., If the recommenda-
tions were rejected, the supervisor finds out the reasons for
rejection snd then helps the candidate develop slternative
materials, methods or behavior. Further follow~up enables
the supervisor to determine how well these alternatives have
worked. The supervisor may wish to ask the intern to subm. t
copies of lesson plans, assignments for students, or homework
that will indicate what alternatives were adopted.

The resident supervisor and the Stanford supervisor may not
completely agree on &ll aspects of their observations and

‘recommendations. Yet both may be advocating valid materisls

and methods, Different teachers may use different materials
and methods under somewhat similar circumstances to sccom-
plish similer goals. It is important that the candidate
understand the rationale supporting different alternatives.
Through this understanding, instruction can be altered to
meet day-to-day demands. But whenever these differences
become apparent to the two supervisors, they both make sure
that the candidate is not awkwardly caught in the middle of
these differences. If there seems to be continued disagree-
ment and misunderstanding between the two supervisors and/or
the intern, the persons involved should meet as soon as
possible to discuss 8reas of sgreement/disagreement and to
resolve any differences in ways not detrimental to the
intern.
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Visitation. The resident supervisor sees that the intern

has opportunities to observe other teachecs and other interns in
the school and in other schools. These visits are particulerly
important during the first six weeks, but continue throughout the
year. It may be desirable for the intern to visit occassionally
teachers in departments other than the one in which he or she is
teaching, especially if the intern is also preparing to teach a
second subject. We have found that candidates can profitably use
an occasional conference or planning period for such observation.

Evaluation. Interns are given a formal grade in the practicum
portion of their program at the completion of the practicum
during Spring Quarter. Although the grade is assigned and
reported at the end of Spring Quarter, it spplies to sll the

units of the practicum for which the intern has registered during
Autumn, Winter, and Spring querters. Final grades arc assigned
only after several conferences between the person designated for
teacher evzluation in the school and the Stanford supervisor,

both of whom have carefully observed the intern throughout the
school year, and after a series of conferences between the .
Stenford supervisor in & particular subject matter field and the
professor of Curriculum &nd Instruction in that field. Included
in these conferences are a review of the regular Program Reports
written by the person in the school designated for evalustion.

The grade is, in part, based upon the intern's performance
througnout the year, but mainly it is based upon the level of
professional competence and of professional promise achieved by
the second half of the Spring Quarter. The final grade represents
a consensus of the judgwents of the resident supervisor, the
Stanford supervisor, and the Curriculum and Instruction professor,
The deferment of grading until Spring Quarter is intentional.
Interns need sufficient time to develop their potential as a
teacher and to overcome whatever problems they may be encountering
during the Autumn and Winter quarter. Inhibiting the relationship
between intern and supervisors might result in the student being
made over conscious throughout the year of supervisors &lso
serving &s ‘'graders”. Thus, interns feel encouraged to discuss
with the supervisors problems as well as strengths and to feel
free to do some experimenting in planning and teaching.

The following suggestions for resident supervisors are not meant to be

prescriptive; neither are they intended to be the only aspects of super-

vision that should be kept in mind.

The recident supervisor should attempt to:

1.

Schedule specific and extensive opportunities to help the intern
in and outside of the classroom.

Maintain & somewhat objective attitude toward the candidate, thus

avoiding either an over~identificstion with the candidate or an
attitude of disapproval, impatience, or indifference.
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Draw upon the services of the University whenever these are
appropriste. Froam the University's point of view, the sooner a
problem is identified and considered by everyone concerned with
the intern's and school's welfare, the greater is the possibility
of solving it before it becomes too serious to be handled easily,
When in doubt about & given situazionm, the resident supervisor
calls it to the attention of the Stanford superviscr as soon as
possibdle.

Help the candidate fecl "relaxed” in & new situation. Friendly

‘cocperation can help the candidate gain the confidence and sense

of security necessary to effective teaching.

Carefully and continuousiy check the intern's planning of units
end detailed lesson plans. The Stanford supervisor will alsc be
cuing this. A high correlation between the quality of their
preparation for each lesson and the quality of their effective-
ness as & teacher exists. Whenever a problem arises, both
supervisors examine the nature of the candidate's daily prepara-
tion to see whether any inadequacy in planning may be invit-

ing or creating the problem.

See that the candidate receives specific advice about how to
handle problems which may develop. For instance, one difficulty
which beginners encounter early is classroom control and discip-
line. The STEP intern must quickly establish an atmosphere
conducive to learning in the classroom. Although the problem ot
discipline is emphasized at a number of points in the program,

the beginner frequently has not made the distinction between the
roles of teacher and student. Because the beginner sometimes
over~identifies with students, he or she may need help in achieving
an appropriate professional distance.

Help the intern obtain feedback about performance and progress.
As the resident supervisor makes clear his or her role as a
friendly adviser, not an inspector, the neophyte teacher need not
feel threatened. Some interns may seem to be defensive when
constructive criticism is made, but there is no question that
assistance is desired and needed.

" Insure that the STEP intern does not assume responsibility for

so many school activities that those extra duties begin to
interfere with classroom teaching and obligations at Stanford.

Keep the appropriste administrators in the schocl informed sbout

the candidate's progress as a classroom teacher and &s a wember
of the school community.
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Observation Categories. Criteria for Observation Categories of

Resident Supervisors' Progress Report:

1. Purposes of lesson:

a. Lesson plans include written explicit purposes sppropriate to
the class and its learning activities and &re expressed appro-
priately in behavioral terms

b. In planning, the intern takes departmental and school require-
wents into consideration

2. Organization:

a. Is well organized but flexible in planning and adopting

alternative materials and procedures

b. Activities are relevant to the purpose

€. Appropriate variety of activities

d. Use of groups, role playing, students as teachers, other
activities
Effectiveness of introducing and concluding the lesson
Motivation of student participation
Provides for student participation
Provides opportunities for students to identify and formulate
purposes

T 0
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3. Selection of msterials:

a. Provides for variety of elements of curriculum and media

b. Provides for individual projects

¢. Appropriateness to student level and level of subject being
taught

d. Timeliness of materials, relsting to current social develop-
ments

e. Provides for students' selection of materials

f. Uses resources svailable in the school and community and at

1 Stanford

4. Quality of relationships with students:

Seems to have developed mutual respect and rapport

Recognizes the individual in the class

Shows genuine interest in students' interests outside of class
Identifies and accommodates an individual student's potentiasl
and/or problems

(=S¢ B - g -}

5. Pupil participation &nd sttention:

a. Many students participate in discussions and other learning
activities
Tries to elicit responses from the more silent students
Students iisten to the intern teacher and to each other
Intern listens to the students
Students initiste some discussions

o on o
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6. Effectiveness of lessons:

a. Students participste to & reasonable degree

b. Their participation contributes to the value of the lesson

€. Activities seem appropriately timed and paced

¢. Intern and students seem to be enthusisstic about the
lesson

e. The intern effectively adjusts questions to which students
do not respond

€. Objectives for the lesson are closely related to what happens
during the class

7. Formative evaluation:

a. The interr. adroitly treats students' responses or lack of
them

b. The intern recognizes and takes into. account non-verbal
sigrals in class

c. The intern responds constructively to suggestions made by
the resident and Stanford supervisors

d. The intern's self-evalustion shows his or her perception of
present performance and potential

8. Swvamative evalustion:
a. The intern responds constructively to students' oral and
written work
b. The intern seems able to evaluate students’ work fairly and
equitably ' '
c. Objectives and means of evaluation are closely related

9. Capacity for self-evaluation:
a. The intern seems to be perceptive of self and goals, both
present and future
b, Perceptive of self as a teacher

10. Relastionship with school, STEP, and the community:
a. Draws upon school and community ressurces

b. Confers with librarians, counselors, nurses, coaches, and
other school personnel about students &nd programs

c. Participates in school activities in addition to chose in
his or her class

d. Attitude toward, and sbility to accept evaluations and sug-
gestions made by resident and Stanford supervisors and by
other members of the staff

e. Invites resident and Stanford supervisors to visit classes
and consults supervisors for help

11. General performance:
a. Progress of intern's students as indicated in reports,
observations

b. Appropriateness of degree of social "distance” between
intern and students

¢. Develcpment of the intern throughout the year

d. Promise of the intern fo. future professional development

99
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Criteria for Selecting a Resident Supervisor. A Resident Supervisor

should:

e Be snalytical and realistic in his or her own teaching and that of
others. The supervisor must recognize and have a tolerance for a
wide range of teaching styles and differences in individual aptitude.

e Be able to secve as a good teacher model.

Such an assessment may be based on the teacher's ability to use
appropriately a variety of techniques and materials as judged by
students, teaching colleagues, and administrators,

® Be a teacher who has major teaching responsidbilities in the curri-
culum area in which the candidate is assigned.

Effective supervision usually occurs when the resident supervisor
and student share coumon interests in subject mstter. It is parti-
cularly helpful if the candidate can viow the resident supervisor
as a& curriculum resource person and as a teacher tc observe and be
guided by. )
e Have a "free" period corresponding with at lew:: one candidate
teaching period so that classroom visitation can occur.

Appropriate supervision by a resident supervisor is based upon

his or her availability, on a regular basis, to observe and to confer
with the intern. Conferring with the student is as significant as
observing the student's performance, and the effectiveness of each
conference depends upon information and impressions obtained through
observation.

Stanford Supervisor's Responsibilities. The Stanford supervisor is an

cxperienced teacher who is enrolled as an advanced degree candidate in the

- School of Education. Each supervisor works closely with a small group of
interns throughout the four quarters of the pfbgram. During the Autumn,
Winter, and Spring quarters, when the intern is engaged in the teaching
practicum, the Stanford supervisor becomes a vital link between the Univ-
ersity and the schodis and communities. He or she helps to effect a
transfer of thea Univér#iﬁy“elementg‘oflthe program‘ﬁo‘tﬁe"inﬁéfn's.respon-
sibilities as a classroom teacher, and in doing so works closely with the
resident supervisor.

The Stanford supervisors assume numerous respomnsibilities in their
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relationships with the STEP students. They range from directing the
interns to appropriate classroom materisls to helping plan a lesson or

unit plan, from assisting with the process of integrating theoretical
concerns with practical day-to-day methods, to meeting regularly with the
Curriculum and Instruction professor and other supervisors to discuss
iatern progress and plan relevant units in the C & I course. Theé super-~
visor's central responsibility is to join with the candidate in helping to
develop the individual's unique capacities for effective teaching. To that
end, every Stanford supervisor observes-the intern gegularly.

Observations are followed by conferences, occurring as soon after
observed lessons as possible.. As in the case of the resident supervisor,
"corrective feedback" is provided to the candidate, encouraging asgesfment
of the comsequences of teaching upon the cognitive and affective dimensions
of the teaching-learning process. Video or audio taping, extensive note-
taking, use of established observation schedules or systems are some of the
techniques used by supervisors to bring the observable facts of intern and
student behavior in the classroom to the conference-analysis session. As
with the resident supervisor, the Stanford supervisor is respousible
for "following-up" what is agreed upon in the conference analysis session
with furtner observation of or conferences with the intern.

Stanford supervisors see open communication between themselves and the
resident supervisor as central in helping the intern achieve his or her
potential during the practicum. Hence, supervisors are eager to work with
resident supervisors on problems concerning the intern's performance,
attitude toward teaching, sense of responsibility, planning, or any prob-

lems related to the student’'s growth as a teacher.
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Curriculum Deqigp and Structure

The Stanford Teacher Education Program is designed to help prospec-
tive teachers develop their understanding of children, adolescents,
schools and their surrounding communities. It also is designed to help ﬁhe
prospective teachers acquire the knowledge and skills essential to contri-
buting responsibly and creatively to ti.e education of their students. It
is planned to help teachers identify learning styles, teacher-learning
processes, and instructional problems; to develop a means of modifying
styles, and to evaluate their‘iﬁpact upon students.

STEP must be completed in sequence. The program begins only in the
Summer Quarter each year, and consists of four quarters of study at the
university and part-time teaching experience. The School of Education
minimum unit requirement for the Californis Single Subject Credential and
for the degree of Master of Arts in Education is 46 quarter units earnmed at
Stanford as a graduate student. This work must be distributed over three
areas: (1) practicum experiences, (2) required professional education
courses, and (3) required academic work outside of education. In some
cases & total of nine quarter units previously completed as a graduate
 student may be accepted by the Committee on Curriculum &nd Teacher Educa-
tion to count toward a minimum of 46 gquarter units. Interns may take other
courses &8s eiectives depending on personal preference and individual
program need.

The Stanford requirements are in keeping with the Guidelines estab-
lished by the California Commission for Teacher Preparation and Licensing
which require that units for course work in education and practicum be

equivalent. This means that 18 units of basic education course work will
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be required to equal 18 units of practicum. Practically, this means that
interns’ programs must be carefully structured to arrange for the most
financially advantageous distribution of units. Each intern must consult
carefully with an advisor for the best program esrly in the STEP year.

All internms are required to complete the following course of study.

Area of Study Units
Health and Adolescence/Introduction to 2

Secondary Education

Classroom Observation Techniques 1
Curriculum and Instruction 4
Foundations of Education 6

(two courses)

Special Education 1
Reading 2
TOTAL 19 (Professional
Preparation)
Practicum 18 (Practicum
Units)
TOTAL 37
Academic work . 9
(work outside of education) 46 (Total units
required for
STEP)

Autumn, Winter and Spring practicum consists of a school year of success-
ful teaching in a local cooperating secondary school, plus a total of 18
quarter units for the year. Although the sequencing of coursework is flex-
ible, the following scheduling is typical of the curriculum required at

STEP.
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SUGGESTIONS FOR PLANNINGC STUDENT PROGRAMS FOR FALL, WINTER, SPRING, 1977-78

Fall Quarter, 1978

Course

Practicus and
Practicum Discussion
Group 1

Other units selected

with advisor to meet
required work in education
or academic area outside
of education and/or
personal electives

W]~

Fall Quarter, 1978

Course

Practicum and
Practicum Discussion
Groups I

Other units selected
with advisor to

meet required work

in education or
academic area outside
of education and/or
personal electives

e B0

[- BN

First Suggestion

Winter Quarter, 1979

Course

Practicum

C&l

Classroom Observat {on
and

Other units selected

with advisor

OR

Practicum

C&l

Other units selected
with advisor

Second Sugrestion

Winter Quarter, 1979

Course

Practicum

Classroom Observation
(if student does not
take Spring 1978)

C&1I class

Other units selected
with advisor

m'& et PN g

Pt

oo [

Units
13-15

7-10

Spring Quarter, 1979

Course

Practicum

Classroom Observation
(1f student did not
take Winter 1978)

Other units
selected with
advisor

C&1 (option of

professor 1f not offered
Winter Quarter 1978)

Spring Quarter, 1979

Course

Practicum
Classroom Observation

Other units selected
with advisor

OR
Practicum

Other units selected with
advisor

C&1 may be offered in Spring
at option of professor

*0S

Units
13-15

7-12

Unite



Third Sugpestion

Fsll Quarter, 1978 Winter Quarter, 1979 ~ Spring Quarter, 1979
Course Units Course Units Course Units
Praciicum and Practicum 1 Practicum
Practicum Discussion C&I 2 Classroom Observation
Groups 13-15 Classroom Observation 1 (1f student did not
and other units selected take Winter 1978) 1
"Other units selected with advisor 4
wvith advisor - 10-12 8 Other units selected
with advisor 1]
OR 8
Practicum 1 OR
c&I 2 .
Other units selected Practicum 1
with advisor 3
8 Other units selected
with advisor 5=7
C&I (option of professor
if not offered Winter
Quarter 1978) 2

T8
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During the fall, the interns take seven units of coursework required in
education, or in a content area outside of education, or & combination of
personal electives. It is suggested that the intern combipss the practicum
with a discussion group during this quarter. |

The intern continues the practicum in the secondary school in the
winter and additionally completes seven unitu of required university
coursework, including classes in curriculum and instruction and observa-
tion. Four additional units of coursework can be selected under advisement.

The practicum is completed during the Spring term. The intern also is
required to take seven to twelve additional units selected under advisement.

Cyrriculum Content. The STEP program can be broken into three compo-
nents with one-third time spent in coursework in professional prepara-
tion, one-third of the intern’s time spent in the student’s specific
field, and oune-third of the intern’s time teaching im a local secondary
school for a school year.

Courses in specific subject matter taken in departments outside of
education in the University are envisioned as increasing an intern’s compe~
tence and as providing an opportunity to work with other graduate students.
Courses in curriculum and instruction are also offered in specific teaching
fields. Although these curriculum fields vary widely fn nature and content
(English, Music, Physical Education, and Socisl Studies), professors
teaching in these areas emphasize the relationship between their disci-
plines and educational objectives, content organization, methods of teaching
and evaluation.

To fulfill the requirements for the professional component, STEP
interns take foundation courses in psychology, sociology, philosophy, and

the history of education as well as courses in health, adolescence and
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reading. In keeping with Stanford's noted reputstion as & resesrch insgti-
tution, interns become well acquainted with the extensive Ii:erature.and
research in their fields and with efforts to develop and implement new
curricula and methods of teaching.

The third aspect of the STEP Program is the year-long practicum in a
school in the vicinity of Stanford. The following is a& description of the

education courses required for successful completion of STEP.

Summer Practicum. The summer practicum is an introduction to teach-

ing. Interns must register for & minimum of one unit of practicum during
Summer Quarter. Practicum is intended to combine observing and tutoring
with some teaching in a real classroom. Arrangements are made for interns
to participate in summer classes that are part of the regular summer
program offered by elementary and secondary schools in nesrby communities.
Each intern is required to spend the equivalent of at least three hours
each morning in school while the local summer classes are in session.

The nature and extent of these experiences vary considerably, depending
upon the kinds of opportunities available in these summer classes.

Interns in some subject matter areas spend more time in the schouls than
others. In conjunction with the practicum, weekly micro-teaching and
discussion groups relate to the school experience. Micro-teaching is a
condensed instructional situation focused on specific objectives. It is
intended to provide an opportunity for close observation of teaching
practices. The use of videotaping as part of the micro-teaching varies
within STEP. Specific guidelines are given in the microtasching planning
sessions held during the first week of the quarter.

Autumn, Winter, Spring Practicum. This consists of & school year from
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Sepitember to June of successful teaching in & local cooperating school.
Interns must register for & minimum of one unit in each of these quarters
and a total of 18 quarter units for the year. 1In addition to their half-day
teaching load, interns are expected to visit classes taught by other
teachers, to confer with students and supervisors, and to participate in
school life. To support the practicum experience, candidates must attend
at least one School Board meeting, PTA meeting, Teachers'‘Association
meeting, Department meeting and Faculty meeting.

All interns must attend a practicum discussion group in Autumm
Quarter. The purpose of the practicum discussion group is to explore
issues of concern for beginning teachers. Discussion groups are led by
experienced teachers familiar with STEP,

Curriculum and Instruction in Single Subject Credentisl Teaching

Fields. Curriculum and Instruction (C & I) is offered in Summer and Winter
Quarters. Interns are required to take each C & I for 2 units. A third
quarter of C 8 I is required for Music., These courses are offered by the
intern's advisor and supervisors in his or her major field. Because
interns in subject areas may not be mecting in a course as a group during
either Fall or Spring Quarter, each C & I professor and supervisor meet
with their interns as a group at least once during this quarter to discuss
the interns' experiences in the program and schools, their suggestions for
the program, and placement in schools for the next year.

Health and Adolescence/Introduction to Secondary Education. This

course is intended to provide an overview of schooling and adolescent
development, It includes topics such as the general role cf secondary
schools in America, adolescent physicel and psychological development,

schools in political and legal systems, and teacher professional require-
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menta and responsibilities. Attention in the course is given to areas of
special interest such as drug and alcohol education. The format for the
course is lecture and discussion groups.

Classroom Observation Techniques. The course provides problem-

oriented guidance of observations in multi-cultural settings. The class
meets evary two weeks during Winter Quarter to share e¢xperiences and
structure future observations. The primnry focus of the course is on
visiting schools and completing the required observations.

Overview of Reading Instruction in the High School. This course is

derigned to help interns to provide reading assistance in all academic
areas. The course meets twice a week and requires intern involvement in a
reading prgcticum in & nearby school summer session. The reading practicum
intends to provide STEP interns with the opportunity to observe'and tutor
students with reading difficulties. This course is required by California
for teachers of any subject except industrial arts, physical education,
music, art, or home economics.

Required Foundations in Education Course Work. Interns must enroll

in two additional education courses. These courses fulfill the required

professional education course work component of the Stanford approved

\‘-v.
teacher preparation program. These courses must come from three areas:

(1) Philosophy or History of Educstion, (2) Psychology of Education, and
(3) Sociclogy or Anthropology of Education, Interns must select two
courses to meet the foundations requirements. Interns select one course
from two of the three areas. For example, an intern who selects a course
from Area 1, Philosophy or History of Education, and a course from Area 3,
Sociology or Anthropology of Education does not need to take a course from

Area 2, Psychology of Education. Each intern must select courses with
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advice from faculty.

interns.

The following courses have been identified for STEP

Candidates choose one course from two of the following three areas:

Ed.
Ed.
Ed.

Ed.

Ed.

Ed.

Ed.
Ed.
Ed.
Ed.

Ed.

Ed.

Ed.

Ed.

105
200
201

203

204A

3034

130
136
215
255

311

Soci
1084, B

10

211

AREA 1

Philosophy or History of Education

Acerican Education and Public Policy (Autumn)
Histcry of Education (Summer)

History of Education in the United States (Spring)

Models of the Child in Contemporary Educational
Thought (Autumn)

Introduction to Philosophy of Education (Autumn)

Philosophical Analysis: Cultural Pluralism

AREA 2
Psychology of Eduqation
Counseling and Therapy: An Introduction (Spring)
Behavior Modification: An Introduction (Winter)
Psychological Foundations of Educastion (Summer, Autumn)
Human Abilities (Spring)

Socialization of the Young in Contemporary Society
(Wintex)

G
~ AREA 3 -

ology or Anthropology of Education
Cultural PluralismgﬁAutumn)

Sociology of Education: The Classroom
(Summer, Autumn)

Sociology in Action: The classroom and the
School (Winter)
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Ed. 216 Cultural Pluralism and American Educational
Policy

Ed. 220C The Social Sciences and Educational Analysis:
Introduction to the Sociology of Education

2d. 312A The Low Status Student: Race and Social Class

Ed. 315 Cultural Transmission (Summer, Winter)

Ed. 440 Seminar in B:lingual/Bicultural Education,

Research, Fieldwork and Implementation

Special Education. The central aim of the education of the exceptional

child course is to 1) provide comprehensive4ins{3hts into the strengths and
weaknesses of the exceptional child; 2) enhance awareness of formal and
informal means of assessing cognitive, affective, and perceptual strengths
and wvesknesses; 3) foste:r the planning and implementation of educational
strategies to satisfy the assessed needs of the studeat; 4) offer techniques
ard strategies for working cooperatively with other professionals to
develop and implement individual educstional programs; 5) outline methods

of effective congenial communication with parents and other professionals;
and 6) highlight legislation and the implications it holds for management

of the exceptional child.

Required Academic Work OQutside of Education. Course work in academic

areas is decided by the intern with the advisor's approval. All graduate
students must enroll for nine units. Additional coursework may be needed
to strengthen the academic background of the candidate.

Elective Courses. In academic areas or educsaticn, electives are

selected by the candidate in conjunction with the advisor if the intern
needs or wishes to exceed the minimum graduation requirement of 46 units.
The following arrangement of coursework and practicum units are

suggested as possible ways to complete the program. Individual needs vary

L e o e T ) -
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so each inters consults an advisor early in the STEP year to outline a

total program.

SUGGESTED SUMMER PROGRAM

STEP recommends that interns enroll for at least 13 units during the

sunmer completing the following program.

Course Units

Health and Adolescence/Introduction to

Secondary Eduration 2
Curriculum and Instruction : 2
Reading 5%
Practicum 1-3

Foundations course in education
or academic area 3-6

13

Required courses in education available during the summer are typi-
cally Social Foundations of Education, Psychological Foundations of Educa-
tion, and History of Education. Interns may enroll in one of these classes
to complete one of the two required Foundations of Education courses, or
they may also choose an academic courge such as English, history, or
poltiical science. These courses must be considered carefully

with the intern's advisor ia light of the intern's total program.

*Optional for Music and Physical Education

7C
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EVALUATION

Evalustion procedures, formative in nature, consist of the interns’
responses to questionnaires and are sent out in the fall and spring of the
school year. General strengths and weaknesses of the program are analyzed
in addition to questions concerning their professional preparation, field
experience end coursework in their specific content srea. A sample copy of

£

this evaluation instrument is included at the end of this report.
SPECIFIC NOTES AND COMMENTS FROM THE ETS SITE VISIT TEAM

It wa: of great in:erest to the ETS site visit tedd to find that onme
of the oldest and best established intern training programs in the nation
was going through a very serious internal examination--an examination that
could have resuited i1n the phasing out of the program. Regular faculty
support of and involvement in the program had diminished to the point where
it was modest if not nonexistent. It was in this climate, then, that we
interviewed participants in the Stanford Intern Program. Problems were
surfacing and participants at all levels recognized them.

Several months after the site visit, we contacted the STEP office to
see what changes, if any, had occurred. In our conversation with Dr.
Robert Calfee, we learned that the University s administration and STEP
faculty met to review and analyze the program’'s strengths and weaknesses
and came to the decision to support the program.

The specific recommendations for changes which have been made or are
in the process of being made are:

e To employ regular faculty members as part of the School of Education,
to teach courses in STEP.

@ To increase the number of content asreas offered to include music,
foreign languages, and science.
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¢ To reinstate the STEP semiuar in which top quality educators and
resesrchers from throughout the country are brought to Stanford
to present their ideas.
STEP can best be characterized as & program currently'in transition.
The faculty and administration should be applauded for ite ability to
recognize aud act on problems inherent in their programs, and for supporting
STEP as sn important and valuable program that should be continued and
strengthened in both its leadership roles in educational research &nd in
teacher training.
Watching the program evolve through a critical transition phase
was a8 unique opportunity feor us.-’It is clear that as institutional inter-
ests and demands from society change, even successful programs must change
in order to survive and to be relevant to the needs of its participants.
The challenge to change must be a part of the planning, development

and implementation of any program to assist beginning teachers.

The Problems of Beginning Teachers and the Solutions Offered by STEP
as Viewed by Program Participants

The STEP intern program provides the beginning high school teacher
with a gradusl induction into the teaching profession and an opportunity to
develop expertise in a particular content ares. The STEP program has been
notable for its ability to incorporate the growing body of research know-
ledge in education into the teacher preparation program.

The STEP interns' teaching experience is somewhat less than that of a
full-time beginning teacher. At the same time, however, the intern is en-
rolled at Stanford and isbresponsible for taking from one to four courses
per semester. Therefore, some of the problems described by those involved
in the STEP program are related to the sometimes unhappy combination of
role expectations inherent in being both a new teacher and a graduate

student.

7
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The Views of STEP Iaterns

The following is a summary of the problems described by the STEP interns:

e They had difficulty translating the theoreticsl materials presented
in classes at Stanford to the reality of classroom.

¢ They were uncomfortable with the very high expectations from univ-
ersity faculty.

e They had trouble dealing with the tight schedules in terms of
teaching and taking classes at Stanford.

® They felt the need for more feedback.

¢ They felt the need for suggestions for solutions to immediate
problems relating to classroom teaching. When asked what solutions
they would like to see offered, students stated that increased
relevance of coursework would be helpful.

The Views of STEP Faculty

When asked to describe the problems of the beginning teachers in the

program, STEP faculty noted two major problems:

1. An identity crisis that beginning teachers experience in the dusl
role of teacher and student. This stems, in their view, from
difficulties "understanding" authority.

2. Cognitive dissonance: interns found that models they have been
discussing and reading about in their coursework at Stanford are
often contradicted by the reality in their school placements,

When asked to describe the advantages of the program, they responded:

o The excellent library provides superior reference facilities.

e The exposure of the students to well-known experts in their
specific areas.

e The sharing of experiences and subsequent discussions were help-
ful in putting students' problems into perspective.

® The utilization of the micro-teaching technique., Communication
and technical skills, in addition to the content information are
analyzed by the student and supervisor for immediate feedback.

e The selective nature of the program ensures top caliber stidents.
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The Views of Coopevating Teachers

Two cooperating teachers were visited at their school locations, Gunn
High school in Palo Alto and Los Altos High School, a near-by suburb of Palo
Alto. Both teachers previously had been interns in STEP,

Citing problems of beginning teachers, these two responded in this
manner:

® Classroom management and organization

e Difficulty in getting information about school procedures, i.e.,
discipline problems, state mandates.

e Acceptance into the teachers' informal social structure; new teachers
were frequently ignored by the older, tenured teachers.

When asked how the STEP program sssists in meeting the problems of the
beginning teacher, they said STEP:

e Provided a supervised teaching experience in conjunction with the
theory and research emphasized in the coursework.

e Offered information on curriculum development.
® Provided doily feedback on lesson presentation.

® Provided assistance in longer range planning.

SUMMARY

’

It is our guess that this exemplary program will continue to evolve in
ways that will be useful to teacher training institutions throughout the
nation. We suspect that the current involvement and commitment of faculty
and administration will help renew the program in wsys that will link the
academic program more closely to the needs of their interns.

The current and past STEP interns described basic, nitty-gritty,
"survival"” kinds of problems. The program elegance provided by the integ-

ration of research knowledge and outside expertise may need to be balanced
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with a faculty effort to provide practicel support to their interns--

at least during the first few critical months of teaching. An historical
weakness seems to be that university supervision was the exclusive purview
of graduate students, not faculty members. The reinstatement of the
General Seminar will, no doubt, do much to increase faculty involvement

with the reality based concerns of their interns.



STEP EVALUATION - SPRING 1979

DIRECTIONS: This questionnaire focuses on
fdentifying the strengths and weaknesses of
STEP in order to improve the program for the
coming year. It is not intended to duplicate
course evaluations in the School of Education.

Please respond to each statement or question
Co indicate how you feel gbout the program at

this time. Your responses will be confidential.

You may skip any item {f you feel your answer
would fdentify you,

scwork

Backeround Information

By June, 1979, I will have paid full quarters tuition:
I will have paid half-time tuition.

%9

Subject Area

School Assigmment(s)

Circle the terms that accurately describe you.

—— Two Period Intern . Male
One Period Intern - Female
Student Teacher with Student Teacher
Instruction Assistant Pay with No Pay
Needs
Improvement Satisfactory Cood Exc.llent Commnents
- i . .

The School of Education offered courses
I wanted to take at times that would fit
into my schedule of practicum activities.

My coursework in Education aught me
educational concepts and principles which
were applicable to my own teaching.

C & 1 classes prévided opportunities for
me to share practical teaching problems and
suggestions with other students.

C & 1 classes were sources of useful
curriculum {deas and i{nstructional techniques.

Overview of Reading Irnstructfon, Ed. 297x,
helped me to fdentify and care for the students
in my classes who ncoded special reading

ﬁg{ftuctton.

(




Needs

_Improvement _Satisfactory Good Excellent __Comments
6. Health and Adolescence, Ed. 240, provided an _E
overview of schooling and adolescent develop-
ment that helped me to understand my students T
and my school.

1. Observation of Classrooms, Ed, 272, included
assipgnuents that helped me to analyze and
understand classroom interactions. i

8. Please name the most useful courses you took in the School of Education, and explain as specifically as you can how
they helped you.
Best course

Second best

Thitd best

9. Please name the least useful courses you took in the School of Education, and explain as specifically as you can how
they failed to help you.
Worse course

Second worse

Third worse

10, COversll, were you satisfied with your coursework in education? yes no
Comments about education coursework:

il. Can you suggest sany courses in the School of Education or i{n other departments thst should be added to the 1ist of
suggested cptions for satisfying the foundations of educatfon requirement?

ks "

"S9



Needs

B, Teaching Practfcim (Fall/Winter/Spring)  Improvement Satisfactory _Good Fxcellent Comments

‘99

1. My practicus experience provided ample
opportunity for developing my planning
and teachfing skills.

2, When I wanted help with curriculum
pianning or ideas for lessons, I could
get it from oy resident teacher or
department chajirperson.

3. My resident teacher observed me
regularly and offered appropriate
cooments on my lessons and teaching
techniques,

4. My supervisor observed me conducting a
Variety of classroom activities.

6. My supervisor made useful suggestions
regarding teaching techniques and methods
for handling class routines or discipline
probliems

7. My supervisor made useful suggestions
regarding my curriculum and lecson
planning.

8. My supervisor helped me to understand and
adapt to the expectations of administrators,
department chairpersons, and/or resident

S{) teachers.

9. My supervisor provided encouragement and’

support as I developed my self-confidence
Q and leadership.




Nceds

Improvement Satisfactory Good (@ggellent Conments

10. My supervisor helped me to understand and
trprove my relationships with individual
LIt dent' .

11, My supervisor was available for discussion
when I had special prcblems or concerns.

-

12, My supervisor wmet with school administrators|
my department chairperson, and my resident
supervisor to discuss my prygres’s as a
teacher,

13, My sup~.sisor was open snd accepting of
my point of view,

-» hwzopon

i4, Practicum discussion groups provided )
opportunities fcr me to share my practicum
experiences with other students in STEP. ﬁ

15, Practicum discussion groups helped me cope
with the pressures of being a beginning

gteaciier,

16. In retrospect, I believe that sumer
Microteaching was & useful beginning
for my practicum experience.

17. 1 fhad adequate opportunitics during wmy
practicum experfence for {nteracting and
exchanging {deas with my colleagues, |

18. How oftesn was your resident supervisor or school-assigned supervisor present {n your class while you were teaching?

___More than once a werk Once a week ____ Twice a month Once a month Other (sperify)

592 T , 83
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How often did you have a planning session with your resident supervisor or department chairperson?

(=)
More than once & week Once a weeck Twice a month o
——Once a month Other (specify)

Do you feel you had adequate supervision from school personnel?

yes no Cosments:

21,

Approximately how many times were you observed by Stanford supervisors between September 1977 and May 1978

22,

Kow much contact did you have with STEP supervisors other than the supervisor assigned to you?

Would you have preferred alternatives to the assigmment of a single STEP supervisor to work with you?

Can you make specific suggestions for changes?

23.

How often did you use other STEP interns as resources [e.g. sharing fdeas, cooperating on planning, or doing
peer evaluations)?

e More than once a week ' — Once a week . Nice a month

Once a month Other:

Were you satisfied with your practicum experience?

yes no Comments : 8

o]



C. STIEP {n Cemeral

Needs
Improvement Satisfactory

Cood

xcellent

Comments

1. Hy C & I professor was vesponsive to my

questions or problems with STEP.

2.

Program director Barbara Pence was
responsive to my questions or problems
with SIEP.

3.

Placement director Winifred Coomb was
helpful i{n lécating practicum place-
ments that were sultable for my
background and interxests. ”

The Student Advisory Board dealt
effectively with issues of concern
td STEP students,

Students were kept adequately
inforwmed of events, requirements, and
deadlines throughout the year,

6.

STEP provided s satisfactory balance
of coursework in educatfon, supervised
practicum experience, and academic
work or electives.

i.

The actfivities during orientation week
in June, 1978 helped me to know what to
expect and to get a good start on the
program

§6

87
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Did you perceive STEP as a unified, integrated program with specific aims that were clear to you?

—yes no Comments:

0L

Did the program help you to become the kind of teacher you envisioned yourself becoming?

yes no - Conments:

‘°¢

What could STEP do in coming years to improve cooperation with local school districts in providing better
practicum experiences?

11,

The pressure, stress, and effort required for coopleting the program's coursework, practicum experience, and other
sctivities were:

Very easy

Moderate

Difffcult but reasonable

Unreasonably difficult

12,

Major strengths of STEP were:
1.)

83
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Major weaknesses of STEP were:

1.) _
2.)
3.)
14. 1 plan to actively seex a teaching position for next year. ves no
If your answer to 14 above was yes, please state those characteristics of a teaching situation
which have encouraged you to continue teaching.
If your answer to 14 above is no, please indicate your reasons and explain what conditions
would be necessary for you to want to continue teaching.
15. Other comments or suggestions (Use back if necessary) :
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SITE VISIT II: RESIDENT TEACHER MASTER'S DEGREE PROGRAM
University of Oregon
Eugene, Oregon

DATE: October 14-16, 1979

INTERVIEW TEAM: Mary Lee Fisher
Koni Simon

PROGRAM CONTACT: Dr. Calvin Zigler
(503) 686-3530

The Resident Teacher Master's Degree Program was initially described ;
to us by Edna Kehl, who had been involved in the development of the |
graduate residency model from its beginnings as an undergraduaste or
intern model program. The Resident Program is a fifth year graduate ;
level program designed to meet the complex needs of the beginning teacher. !
The program is a very successful cooperative effort of school districts

and the university.

The quality and the structure of the district and University colla-
boration might well serve as a model for any institution of higher g
education training teachers. By literally bringing school site staft :
into the university structure and into the decision-making process, and |
by going out to cooperating districts and involving key district people i
in the design, implementation, and improvement of the program, a truly
collaborative effort has been effected.

The interview team visited the program during October of 1979. Ve :
appreciate the time and thoughtful planning the program staff devoted to |
this important site visit. Because of the planning, we were able to meet !
with a8 representative group of participants and implementors at each
level of the Resident Teacher Master's Degree Program. Interviews were '
conducted with the Program Director, Dr. Calvin Zigler; Assistant Director,;
Virginia Schwartzrock; Program Designer, Edna Kehl; three school district
principals, three supervisors, three clinical professors, and four
beginning teachers. Without their cooperation and support we could not
have gained an understanding of the program,

The following report reflects information gathered from these
meetings, and from descriptive materials and regorts provided by the
Resident Teacher Master's Degree Program staff. J

*Major sections of this report are excerpted from the following
reports:

1. Universitv of Oregon, Advanced Prograr Resident Teacher Master's
Degree Prog~- , MRT 1-16, 1979,

2. University c¢f Jregon, Resident Teacher Master's Degree program,

Field Centered . 1service Year, Program Description and Guidelines,
Sections 1~6.1, .7279,

ERIC 92
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THE HISTORICAL DEVELOPMENT OF THE RESIDENT TEACHER MASTER'S DEGREE PROGRAM

The Resident Teacher Master's Degree Program is an outgrowth of the
University of Oregon's Internship Program. The Internship Program began in
1963-64 when the Oregon State Board of Education received a four-year grant
from the Ford Foundation to fund "experimental programs of extensive
activity designed to improve teacher education."” A clear provision of the
grant was that recipients establish internship programs operated cooperatively
by colleges, universities, and participating school districts. One of the
State Bosrd's goals was to have 90X of Oregon's teachers prepared through a
fitth year internship route by 1970,

Each of the six Oregon public institutions of higher education, a few
of the privats colleges, and approximately twenty-three school districts
were selected co participate in Oregon Program activities related to
teacher education. As part of these activities, the Universiity of Oregon
instituted its original internship program in 1963. Two categories of
students were served under the original program design: baccalaureate
degree students with little or no previous preparation in teacher educa-
tion, and undergradustes working toward certification through the four-year
program but desiring a fifth year of internship experience. Interns were
placed in cooperating school districts for a full school year, received
approximately two-thirds of a begianing teacher's salary during the intern~
ship, and participated in special classes and supervisory services planred
and conducted by Resident Clinical Professors, jointly appointed between
the University and the cooperating districts.

The Board's goal of 90% by 1970 was never reached. With the termina-

tion of Ford fund support, most institutions and districts began phasing

33 ;
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out their internship programs, citing extra costs as the determining
factor. The State Board was subsequently unsuccessful in attempts to
secure special funds from the Legislature for continuing support of the
internship concept.

The University of Oregon is one of only two institutiops in the state
that has maintained a fifth year internship experience for teachers while,
at the same time, offering course work to qualify carndidates for & Master's
degree in Curriculum and Instrucfion. The program designator has also been
changed through the years, from its original tille of the University of
Oregon Intern Program to the University of Oregon In-Service Year Program
to the current description, Resident Teacher Master's Degree Program. The
secondary level program is currenfly being phased out, as the number of
positions that remain open to resiﬁen:s decreases. The elementary level

program will remain in place.
RATIONALE FOR THE RESIDENT TEACHER MASTER'S DEGREE PROGRAM

The Resident Teacher Master's Degree Program includes four terms of
graduate study combined with a year of full-time teaching under the direc-
tion of master teachers and jointly appointed School District-College of
Education faculty. The Resident Teacher Progré;’ptovides relevant graduate
teacher education for the resident teacher and also contributes signifi-
cantly to all participants.

Advant:;;s to the resident teacher include the following:

¢"A clear understanding is acquired of the relafionship between
educational theory and classroom practice, because the seminars
and supervised teaching are presented in a coordinated manner.

e Competent professional skills are developed through sustained
practice under the guidsnce and supervision of public school
and University supervisors.
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e Entry into teaching, & :complex world, is smoother .with the help
of supportive supervi.ory personnel.

® Confidence in the use of a variety of teaching strategies and
the development of a valued personal teaching style is acquired
through exploring, evaluating, and practicing instructional and
management techniques,

® Considerable depth in methodology and techniques in a specializa-
tion area is afforded by the opportunity to tske additional
suzmer courses in one deaignated arza.

Advantages to the School District include:

e The district is able to monitor the beginning teacher and -
educational program progress more often and more effectively in
a period of greatest teacher need. '

® The district is insured more careful selection of beginning
teachers and at the end of the residenc§ year will have consider-
able substantive evidence to help in hiting decisions.

e The district receives the benefit of having up-to~date theory
and practice in operation in its classrooms.

® Teachers and administrators c¢an have first-hand contact for
academic and progrsm advising through the University of Oregon
Clinical Professor.

Advantages to the staff of each Individual School Building are:.

® The entire staff can profit from new methods and materials
generated through the Resident Teacher Master's Degree Prograrm.

¢ The contiguous planning, training, and supervision of resident
teachers can generate insight within the school staff into
professional growth and the need for advanced training.

® A team ap}.oach caa be utilized in solving "first-year" problems.

® The University supervision expert can give direct training to
building supervisory staff.

Advantages to the ch.ldren ere:

e The resident tzachers’' and their supervisors' constani search
for better ways to educate and co teach skills results in beiter
education for individusl puplis.

® Added supervision ensures that the beginning teacher does noz

develop "blind spots” in which individusl pupil's needs are
overlooked.

35
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e The joint effort of the resident teacher and supervisor is a
guarantee that the student participates in a balanced curricular™
program as planned by the district.

C 'nt needs, which result in problem behavior, can usually be
at. ..ded to more quickly with the resident teacher and supervisor

involved than in the conventional situation where the building
principal must spread his time over a greater range of problems.

DESCRIPTION OF THE RESIDENT TEACHER“HASTER'S DEGREE PROGRAM

The Resident Teacher Master's Degree Program is & cooperative effort of
the University of Oregon and school dictricts from the following areas in

Western Oregon:

e District "4J" includes Eugene, Springfield, Junction City, Fern Ridge,
and Crow Applegate

e Roseburg, South Umpqua

e Suburban Portland

e Bend~-Redmond area

e Coos Bay area

This year 30 resident teachers were placed in elementary schools
while enrolled in the Master's Degree Program at the University of Oregon.
The residency phase of the teacher preparation program takes place in a
public school setting. The quality of the residency experience is largely
determined by the quality of the imstructional program, the competence of
the school staff, and the program's commitment to the preparation of
teachers. Criteria for the selection of public schools to cooperate in the

program are:

e An instructional program of recognized quality in which rerident
teachers can be placed.

e A willingness to participate on the part of the school district and
the particular school in which a resident teacher may be placed.

o A willingness to cooperatively develop a set of working agreements
with the University covering all major aspects of.the residency
program.

»
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Governance

Because the progam is a cooperative university and school district

program, & basic agreement on certain procedures ig necessary in order to

-

a provide the most effective and beneficial experience possible for residents

participating in the program,

These include the following:

1.

Recruitment

Persons likely to meet the selection requirements for the
teaching residency will be recruited from teacher education
programs of the University, school district, institutional
placement bureaus and counseling offices throughOut the state
and nation.

Applicaticn
The initial inquiry to enter the program is made by the
candiate to the Coordinator of the Resident Teacher Program,
College of Education. During this inquiry, information
describing the program is given and, if the candidate appears
to meet the criteria for selection, he or she is encouraged
to make formal application and establish a file of personal
data required for screening. Materials required for the file
include:

a. Application for resident teaching.
b. Official transcripts showing all previous college work.

¢. For elementary candidates a review of credentials by
representatives from elementsry education.

o

Three recommendations from individuals having know-
ledge of the cendidate's past scholastic abilities
or related professional experience.

Selection Procedures

The University hopes that students who wish to follow the
teaching residency route into the profession will be identified
early in their preparation. However, final selection of
candidates is made during the academic year prior to the
residency year. The procedures followed include:

a. Selection by school district and University of Oregon
personnel according to specified criteria. The
screening personnel will include the Coordinator of
schools, gnd teacher education advisors from the
schools and departments of the University responsible
for the subject matter areas of the candidate's
teaching field.
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b. Criteria for selection
e Eligible for admission to the graduate school
e Evidence of a sincere interest in the teaching
profession
e Appropriate subject matter and professional
education background as defined by the total
preparation progream for teaching credential,
i.e., the candidate must be eligible for an
Oregon Basic elementary or secondary certificate
Sy the time the on-site teaching experience
begins, ' ’
e Personal fitness for teaching as determined by
conference, interview, and reference.

c. Selection by School District
Those candidates' credentials selected through the
screening process are sent to the various participat-
ing school districts having resident teacher openings.
The participating school districts screen the
applications, 4ani arrange interviews according to
their own hiring policies. The university facili-
tates the process according to school.district needs
and requests. Final selection is made when 2 parti-
cipating school district reaches an agreement with
an individual for a specific resident teaching
assignment and that individual signs the special
Resident Teacher Program contract.

d. Placement of Resident Teachers
It is desirable that participating school districts
notify the coordinator of the Resident Teacher Program
of openings for teaching residents as early as possible
each academic year.

It is assumed that every effort is made by the school
districts to place the resident teacher in an assign-
ment that provides maximud'opportunitg_to gain compe-
tence in the practice of teaching.

The Resident Teacher Ma:ster's Degree Program is a field centered
graduate program restricted to a select group of certificated teachers
who, for thélmost part, are new to the profession. iith the exception
of twelve credit hours, program participants follow a prescribed sequence
of courses offered at various off-campus centers. Coordination, instruc-

tion, advising, and supervision of most aspects of the program are provided

by qualified clinical professors, jointly appointed between the College of

Q 98




80.

Education and participating school districts, and by a university staff
member of the College of Education. The university staff member serves as
overall program coordinator in addition to serving as a clinical proiessor
with a portion of the resident teachere. Day-io-day govermance is provided
at each field center by the respective clinical professor, the in-building
supervisor, and the normal administrsative processes of the school district.
The program coordinator and clinical professors serve as & program consor-
tium council and weet for a minimum of two days each month to engage in
program decision-makipg, coordination of instructional efforir, and upgrad-
ing of supervisory skills.

Vertical governance from the university to the local school setting
demands, for the most part, that the clinical professors provide the neces-
sary day-to-day communications linkage. Contract negotiation, problem
situations, and some aspects of the application-hiring process occur
directly befweeén the program coordinator and the administrative heads of
the: participating school districts.

The Resident Teacher Master's Degree Pr;gram is a program in the area
of Curriculum and Instruction within the Division of Teacher Education and,
2+ such, follows division policy determined by guidelines created by the
associate dean, the Curriculum and Instruction Graduate Council and the
Field Experience Office, with the program coordinator immediately responsible
to the coordinator of field experience. The field experience coordinator
meets with the consortium of clinical professors and the program coordina-
tor at least twice yearly and otherwise as needs require. Because the
program and field experience coordinators have offices at the Field Experi-
;nce Center, day-~to-day communication is an ongoing process. |

The Governance Structure is shown in Chart I provided by program staff,
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GOVERNANCE STRUCTURE

CHART 1
Resident Teacher Master's Degree Program

University Level

Graduate School

Graduate Records Office

(normal processes)

College of Education

Office of Certification

(credential advising - same rules as those
applying to all programs and students)

Division of Teacher Education

Associate Dean

Program Budget

Program Appointments (Clinical Professors)

Field Experience Coordinator
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One of the strengths of the Resident Teacher Master's Degree Program is
that it is flexible enough to be able to develop five different climical
professorship models, according to the staffing needs of the cooperating

school districts. For cxample:

e Hillsbore is a model in which the clinical professor also acts
as the building supervisor; he enjoys & joint school district-
university appointment. :

e District 4J utilizes the expertise of a curriculum associate who is
available 1/3 of his or her tine to the resident in addition to
other duties; the clinical professor enjoys & joint school district-

university appointment.

e Crow Applegate-Lorane-Fern Ridge/Junction City/ Springfield all
utilize models in which the building principsl, a counseling teacher,
or & building supervisor are available to the resident teacher; the
clinical professor is employed by the university, not by the school

district.

e Roseburg utilizes & model in which & counseling tescher acts as a
supervisor. This person is also a full-time teacher. He or she is
given 12 days release time to work with the clinical professor and
the resident. The clinical professor in Roseburg emjoys a joint
school district-university appointment. She spends 1/2 her time as
a clinical professor and the other 1/2 is spent as a reading coordi-
nator for the district.

o Gresham/Redmond utilize a model in which the principal acts as the
building supervisor to the resident teacher. The clinical professor
enjoys a joint school district~university appointment.

Chart II shows the relationships of participants with the five clinical

professor models in the Resident Teacher Master’s Degree program.
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GOVERNANCE STRUCTURE
Five Clinical Professorship Models

CHART 11

Field Experience Coordinator

Coordinator - Resident Teacher Master's Degree Program (Cal Zigler)- T
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7, ‘ N T 1 1 /N | A
Hillsboro- 4] Crow-Applegate - Lorane Roseburg Gresham - Redmond
. P I '
, Fern Ridge
Junction City
|
District Admin.
{
Springfield
District Admin.g District Admin.§ District Admin. Wy Distrct Admin. District Admin.
| ; | (Principal |
Principal €—— Principale&—— Principal Supervisor) Principal «<— Principal <
‘ AN g i
r—/-—\ ‘. - . . . ¢ g2
Curriculum Bldg. Supervisar Counseling Teacher {also building
Associate S | or A superviscr)
Counseling lFeacher
N4 | _____}_*__ o _ L \
[Resident Tegsherg [Resident Teachers] [Resident Teachers fResident Teachers! [Resident Teachers 4\
e i -&
>

’Student (Resident Teacher) Access to Advxsxngrand Services

G

164

%

173



84.

CRITICAL COMPONENTS

The Resident Teacher Program combines graduate study with a yeur of
full-time teaching in a public school under the direction of jointly
appointed schevol district and College of Education faculty. Succeasful
completion results in the awarding of a Master's degree in Curriculum and
Instruction through the College of Education. The program's objective is
to provide the opportunity to relate educational theory to classroom
practice, and to develop advanced teaching skills through cooperative
planning and supervision in an on-the-job setting.

The efforts of those filling the following positions are essential:
the resident teacher, supervising teacher, clinical professor, curriculum
asscciate, and the building principal. The relationship of these positions
is shown in the diagram titled CHART II: Five Clinical Professorship Models.
The qualifications and responsibilities of these people are as follows:

The Resident Teacher

Qualifications of a resident for admission into the program include:
e Qualifying for, or holding a basic elementary or secondary ,,-"'
Oregon teaching certificate -

® Entering the first year of teaching (some have 1~4 years'
experience)

® Baccalaureat degree in Education
“ e A 2.75 G.F.A.
® Positive recommendations as provided by the student
Responsibilities of the Resident Teacher:

The resident should participate in all general work activities:
1) teaching, 2) inservice, 3) extra duties. At the elementary school
level the maximum teaching load is the full school day. The schedule
for the program should provide opportunities for conferences with the
resident and for observation by the supervising teacher.

~N.
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Resident teachers should be assigned any end all extra-class respon-
sibilities that are assigned the other teachers. No extra duties are
assigned during the first month; the type of extra duty is rotated
frequently »0 several experiences can be had; the -esident teacher is
responsible for only one extra activity at a time.

During the resident teaching period, the teacher is required to
participate in un;vernxty seminars and practicum classes each term,

If the resident is teaching a maximum load, he or she cannot carry
additional academic course work. The only exception to this rule may
be in instances of certification deficiencies. Exceptions are granted
with the approval of the cvordinator of the Resident Teacher Program.

During the teachxng phase of the program, the resident assumes two
roles:

l. Teacher

In the teaching role, the resident is responsible to the same author-

\ities as are other teachers in the school district. He or she is

directly responsible %o the building principal for carrying out district
policies «nd procedures.

2. Student

As a student, the resident enrolls for seminar courses and is respon-
sible to the instructor for the completion of course requi-ements in
these seminars. The resident is also engaged in a learning situation
through ticipation in the practicum under the guidance of a super-
vising t®acher in the school and a university supervisor. The resident
is responsible for working cooperatively with all school and univer-
sity personnel to achieve increased teaching competence. For example,
the resident is expected to:

® Write and discuss lesson plans with the supervisor. Lesson o
plans should include behavioral objectives and procedures.

® Msgke detailed plans for lessons to be observed by supervisors
or clinical supervision teams a&s scheduied.

® Pavticipate in group supervision as a supervisee ané as a
member of & supervision team. (Not applicable to sll
perticipating districts.)

® Expect to be observed regularly by the supervisor and to
discuss lesson dats with him or her.
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Supervising Tesachers

Supervising teachers are selected and assigned dy the school district
according to the folluowing gualifications:

Hold a regular Oregon cevtificate.

Have exhibited personal social behavior patterns desired in &
supervising teacher.

Have had some type of formal imstructiom in the supervision of
teachers in traininag.

fiave a good knowledge and understanding of concepts and
principles involved in the tesching-learning process as well
as the practical applications of these concepts and principles.

Be sble tc communicate on matters pertaining to the nature of
learning, the nature of the learner, the goals of education in
American society, social foundations of education, and the
methodology of teaching, with the ability %o see the interre-
lationship of these and to make daily decisions consistently
in a vay that reflects this insight.

Be skilled in the subject matter areas for which the resident
teacher is responsible.

Be able to identify cues which indicate problems, strengths,
and veaknesses of students as well as readiness patterns for
next steps in the learning process; be equipped with a variety
of techniques to deal with these; and be able to communicate
these in such a way that the resident teacher will have an

opportunity to acquire these vitsl competencies.

Be sble to evaluate the progress of the resident teacher in
the attsinment of the competencies desired in a teacher and to
be ablc to offer continuous progress towards the developuen:
of his or her optimum potentislities for zeaching.

Have exhibited and continue to exhibit 8 high gegree of
professionalism.

Be highly skilled in the proper utilization of modern techno-
logical devices and be familiar with various staff utilization
possibilities.

Be highly conversant with state and district curriculum

.requiremets so that all programs are implemented in a tuimely

fashion.

The average amount of the supervising teacher's expended time per
resident teacher is:

.“‘
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1st quarter - 5 hours per week

<nd quarter - 4 hours per week

3rd quarter - 3 hours per week (May vary accordxns to individual needs.)

4th quarter - 1-2 hours per week (May vary ac.ording to individual needs.)
1

T,

- A supefvising teacher is released full-time for supervisior when

assigned five to six resident teachert. D.-reasing supervisory time for
one resident teacher results in an increase for those who are in great-
est need. Where the situation pernitl during spring quarter, the
aupervuors spends some amounts of time interviewing and recruxtmg next
year's resident teachers.

In instances where & supervising teacher cannot be provided released
time to work with the resident teacher, a district considers

providing additional compensation for extra hours (e.g., like & coaching
increment) and supplying a substitute on days when the supervisor makes
in-class observations. '

The supervising teacher is responsible for the induction of resident
teachers into the profession. The supervising teacher therefore
orients the resident teacher to the school and commpunity, and helps
clarify policies and procedures of the school district and building
for the resident teacher.

The supervising teacher aleo acquaints the resident teachers with the
instructional program, teaching materials and supplies, and special
resource persons available by:

e Securing all guides and manuals that are to be used by the
resident teacher. -

e Exploring IMC and other catalogs of materials and supplies.
® Arranging to uce the services of distgict consultants.

The supervisor helps the resident teacher to develop skill im the
analysis of teaching by:

1. Planning for individual observations on & regulér basis to gather data
by means of une or more of .1e following:

Verbatip analysic

Task analysis

Teacher Flow Chart

Interaction Analysis

Other suitable instruments

00N UL

2. Giving resident teachers opportunities to smnalyze data by:
a. Encouraging and helping resident teachers to analyze written data.
b. Encouraging resident teachers to gather dats on selves by means of
the following:
1) Tape recorder
Record class session and analyze. Supervision group or
supervisor records and analyzes cooperatively with resident
teacher.
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2) Video Tape
Televise class session. Resident teacher anslyzes it glone;
resident teacher and team, or supervisor analyze it together.

3. Following up observations or data-gathering with conferences,

4. Arranging clinicsl supervision on a regular basis.
a. Plan conferences
b. Observe to gather data
c. Allow time for the resident teacher to read the data
d. Analyze the data
e. Hold a group conference, including the resident teacher, to discuss
the dsta gathered ‘
£. Coaduct a post-analysis of the conference

5. Providing time for resident teacher to observe other teachers.
a. Resident teacher gathers data
b. Resident teacher analyzes data
¢. Confer following the lesson

6. Relieving resident teachers to participate on clinical supervision teams.
7. Teaching cooperatively in the classroom with the resident teacher.
a. Follow the pre-~determined plan for the lesson
b. Confer with the resident teacher whenever possible during the lesson
c. Confer following the lesson

The supervisor serves as a consultant to the resident teacher in
planning and implementing the instructional program by:

e Making available individual conference time at least once a week.
e Helping resident teachers establish the habit of making written weekly
lesson plans. These plans should include behavioral objectives and

specific procedures.

e Helping the resident teacher interpret courses of study and assisting
him or her in selecting and preparing teaching units for the year.

Additional rusponsibilities of the supervising teacher include:

e Organizing a ceries of classroom demonstrations by competent
teachers to illustrate teaching procedures.

e Serving as a resource to the resident teacher through sharing
new ideas, suggesting professional reading, introducing the use
of new supplies and equipment, ete.

e Helping the resident teacher find a place in the facuity.

e Conferring regularly with the resident teacher concerning the
ever-recurring problems in the life of a new teacher.
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® Periodically releasing the resident teacher by teaching the
class so that the tesident can visit other teachers or do
other professional tasks.

® Planning cooperatively with the clinical professor ways to
help the resident teacher increase competence.

e Continuing professional development in supervision through
reading, attending seminars for supervising teachers, taking
classes in supervision, and/or discussing teaching competence
and its improvement with professional colleagues.

The Clinical Professor

Clinical Professors have faculty status at the University of Oregon.
Qualifications and criteria for selection include:

® Successful classroom experience at the level in which he or she
will be supervising: 1.e., elementary, junior high or senior

high.

® Previous experience in supervising teachers in training.

® Good knowledge and understanding of the concepts and principles
involved in the teaching-learning process as well as the
practical applications pertaining to the nature of the learner,
the goals of education in American society, social foundations
of education, and the methodology of teaching. Should be able
to see the inter-relationship of these and to consistently make
daily decisions i~ a way thet reflect this insight.

® Skilled in the subject matter areas for which the resident
teacher is ~esponsible.

¢ Able to identify cues which indicate problems strengths and
weaknesses of students as well as readiness patterns for next
steps in the learning process; should dbe equipped with a
variety of techniques to deal with these; &nd should be &ble to
communicate with the resident teacher in such & way that the
teacher will have an opportunity to acquire and refine these
vital competencies.

® Able to evaluate the progress of the iasident teacher with
respect to the attainment of the competencies desired in a
teacher and be able to offer positive suggestions for improve-
ment to enable the resident tescher to make continuous Progress
towards the development of his optimum potentialities for
teaching.

e Exhibit & high degree of professionslism, especially in the
&rea of ethics.
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-

e Be familiar with various modern technological devices (&and nave
an understanding of their strengths, weaknesses, and limita-
tions) in order to help the resident teacher learn how to
select the correct device needed to accomplish specific tasks
with vhich the residen: teacher is confronted.

e Exhibit personal social behavior patterns desired in a college
instructor.

. s Have a thorough knowiedge snd understanding of various crgan-
izational patterns for carrying out the instructionai program,
such as team teaching, ungraded primary, self-contained clsss~
room, departmentalization, grouping and other new patterns cr
structures designed to make better utilization of the time of
staff and students to maximize learning for the students, or to
attain other goals for which the school exists.

Role of the Clinical Professor includes work with resident teachers
and supervisors by:

e Helping the resident teacher to develop skill in self-anslysis
of his teaching. :

e Serving as consultant to the resident and supervising teacher
in planning and implementing the instructional program.

e Serving as s resource to the resident teacher and supervising
teacher through sharing new ideas, suggesting professional
reading, and planning active research.

® Assisting the supervising teachers in coordinating resident
teacher seminar &nd practicum experiences with school experiences.

e Teaching required seminars and practicum classes or piovide
instruction when special expertise is needed.

o Organizing and leading the supervising teacher seminars.

e Cooperatively scheduling classroom observations of the resi-
dent teacher with the resident teacher and supervising teacher.

Related seminars for the resident teachers are planned and conducted
by university personnel involved with the program. School personnel
are asked to provide consultant services in areas of special compe-
tence. Related seminars for supervising teachers are planned jointly
by school and university personnel. Clinical professors in their role
as lisison sre a vitsl communication link between needs of supervising
teachers and plans being made.

The professional capacity of the clinical professor extends well
beyond resident teachers and supervision by providing &ssistance in
other areas of curriculum training. These include:
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e Being knovledgeable regarding new programs, new methods and
other innovations and sharing that knowledge by participating
on district committees or by consultation when requested.

e Acting as @ liaison between the school districts and the
university. Knowledge of university policies, procedures,
programs, etc., is valuable for advising and for consulting
with school district staff members.

e Beiny able to operaie in the area of total staff improvement by
ut‘iizing skills for imservice training. Specifically:

a. Working with principals and other staff who are involved
in clinical supervision cycles.

b. Teaching classes for "on-campus" resident credit, such as
Division of Continuing Education courses.

¢. Becoming involved in comsunity programs where professional
~ knowledge might be utilized.

d. Providing valuable assistance in the selection of new
residen; teachers each year.

e. Being available to the school district if innovative or
experimental programs are being considered.

Curriculum Associates

Curriculum Asrociates are sometimes provided to elementary schools
which have residency teacher programs. Curriculum Associates, in
addition to regular teaching assignments, provide supervision and
coordination to residents and an instructional unit or team of staff
members.

Qualifications of the Curriculum Associste include:

e A master's degree or equivalent education or experience related
to the assignment

o A five-year Basic Elementary teaching certificate

® Additional training in curriculum development, teaching strate-
gies, clinical supervision, and subject areas.

In addition to educational requirements and certificates, the person
demonstrates the following qualities:
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o Excellence as a teacher
e Leadership capabilities
e Respect of colleagues and students
e Organizational ability

e An ability to provide alternatives and possible solutions
to group problems

e An avareness of educational trends in the subject areas

® An ability to communicate effectively with colleagues, students
and parents

® A positive attitude toward experimentation and :esearch.
Curriculum associates spend one~third of their time in supervision and
two—-thirds of their time teaching and fulfilling other curriculum

associates' roles. Major responsibilities include:

e Conducting inservice classes, workshops, and seminars in new
methods techniques of teaching, and subject content at the ~
building level.

¢ Demonstrating teachxng methods and techniques within the
building.

e Functioning as & teacher on the team, providing teaching
assistance vhenever possible,.

e Serving as major supervisor of teaching interns and parapro-
fessionals in the team or unit,

e Assisting the administration in the selection, sssignment, &nd
evaluation of staff.

e Providing necessary coordination for the instructional unit
or teaching team.

e Coordinatiny subject matter at different levels within the
school

e Assigning student teachers to the teaching unit.
e Planning schedules and pupil programs with the team.

e Performing any other duties assxgned by the building principal
or his or her designee.

An extra duty increment for additional days worked and additional

responsibility will be paid to Curriculum Associates over and above
their regular teaching salary and benefits.
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The Building Principal

The building principal is responsible for determining the resident
teacher's assignment. This includes:

® Scheduling the classes of the resident teacher and the super-
vising teacher so that (a) there is opportunity for the super-
vising teacher to observe the resident teacher teach, (b) there
is opportunity for the resident teacher to observe the super-
vising teacher, and (c) there is & time when both resident ™
teacher and supervising teacher are free for conference.

e Considering the size &nd nature of the resident teacher's class
so that the resident has a chance to teach in a setting condu-
cive to getting a good start. Class size is typical, or a bit
smaller than usual for the area taught. The class does not
contain an unusually large number of problems. T

® Assignment of duties other than regular classroom teaching is
" done with care in order to provide a variety of guided learning
experiences. In assigning extra duties, consideration is given
to the interests and gbilities, and the nature of the total
teaching load at the time. Few, if any, extra dutie» are
assigned during the first month.

Furthermore, the role and responsibilities of the building principal
also include the following:

e Supervising the res‘dent teacher. The principal has the same
responsibility toward a resident teacher as toward any regular
beginning teacher. Supervisory help and support coordinated
with the supervising teacher and clinical professor can max.-
mize the resident teacher's progress. !

e Evaluating the resident teacher. The principal evaluates the
resident teacher's teaching cowmpetence in the same &s other
teachers on the staff. A copy of a formal evaluation report is
submitted to the clinical professor as well as to the proper
district suthority. The evaluation instruments and report
forms sre the same &8s those normally used by the district.
Evaluation also occurs at times other than when a formal report
is submitted. Continuous evaluation helps plan how the resi-
dent teacher's teaching progress can be maximized. Evaluative
sharing sessions with the supervising teacher and the clinical
professor are essential to the cooperative venture in teacher
preparation.

e Coordinating resident teacher's work at school and at the
university. Since the resident teacher's role is dual (both
public school teacher and university student) confusion and
frustration can result if the work iload and the program in each
institution are not coordinate!. The principal endeavors to
determine this state of affairs throughout the teaching year.
Regularly scheduled confrrences between the principal, the
supervising teacher, end the clinical professor are placed on
the calendar early in the school year
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e Facilitsting related seminars and practicums. Of major impor-
tance in the program is the success of the required seminars and
practicums. Residentr teachers learn more quickly when theory and
new methods can be immediately applied in practice. The principal
can facilitate the classes by acquainting the clinical professor
with school district personnel who have special talents in parti-
cular areas of the curriculum.

e Public relations. The public relations task of the principal
is that oé gaining acceptance .of the resident teacher program
in the school community. Thus, the public becomes aware that a
resident teac er is not just another new teacher but, rather, is
a well traineu, certified teacher with assigned help from both
the school district and the university.

e Understanding by the school staff. The principal has a
responsibility in the building tc communicate an understanding
of the resident teacher's role and responsibility in the
school. A climate of acceptance of the resident teacher
program by the school faculty is essential to the resident
teacher's development. The resident teacher is assimilated
into the faculty and assumes a share of privileges and duties.

Cost Factors

The resident teacher is paid a stipend equivalent to two-thirds of the
regular first year teacher's salary, and is responsible for full university
tuition costs while enrolled in the program. The cost of the program, in
terms of salary for the clinical professor, curriculum associate and
super;isor, comes from the school district via the remaining one-third of
the resident teacher's salary. The University of Oregon contributes money
to cover time spent teaching seminars, and for travel expenses incurred
while attending the university fcr monthly siaff meetings. Dr. Zigler has
pointed out that the resident teacher's program is fully self-supporting,
operating out of the continuing education department budget, and is cost
efficient within each of the varying school distriut models.

At the current time, the supervision model is believed to present the
mos” promise for total effectiveness and involves a full-tize supervisor-

clinical professor for each five resident teachers. This person possesses

qualifications for both the in-building supervisor and the clinical professor.
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Ee or she would both teach courses and provide the daily supervision
creating the maximum training Opportunfty for application of theory to

classroom practi‘es.

Staffing for five classrooms.

$20,000 Master teacher currently in a classroom
$11,200 . New teacher first year level

$1 1 , 200 " 1" ” ” 1]

SII'ZOO 1 1 " ” " [ 1]

$1 1’200 (1) " ” 1" 1"

$22,000 Master teacher (Resident teacher supervisor and

clinical professor) on extended contract
(approximately Aug. 7 through June 24)

$ 7,500 Resident tescher at 2/3 pay
s 7 , 500 11} " " " 1
s 7 , 500 " " " (1] 1]
s 7 , 500 L1 " 1" 1? "
s 7 , 500 " " (1) (1] "

The University of Oregon will contribute $3,000 for teaching classes
and travel to the University of Oregon for staff meetings.' This money
comes out of the continuing education department.

Roseburg has created a supervision svetem which has proven highly
effective for meeting the needs of the vesident teacher t(raining in that
district and provides a different comcept. One tescher, with master
teacher qualifications, is appointed to give year long assistance to the
resident teacher trsinee. This supervising teacher (called a teacher-
counselor) must spend extra time conferencing and planning with the resi-
dent teacher. With many, this nas included Saturdsys, evenings, and the
week prior to the normal reporting tire in late August. As an athletic
coach is ccmpensated for the extra time and effort, so it should be for
these staff members. The amount of compensation for the year should be
determined by each district, but it could range from $750 to §1,000,

depending on training and experience.
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Another cost which must be considered is release time for the supervi-,
sing teacher to observe in the resident teacher's classroom and meet with
the program's clinical professor to help integrate the resideng teacher's
course work with classroom practice. This would generally require 10 to 15
days of substitute time at an approximate cost of $500-$750. Part of this
substitute time is also being used to help supervisors increase their
supervision skills through inservice conferences.

Another cost which must be included provides for the services of .
clinical professor who alsv supervises the resident, teaches the coursework,
trains the supervisors, and coordinates the program for the school district
and University of Oregon. The salary for this person is sually shared by
the district &and the university.

The unit cost per resident teacher would generally appear ac follows:

Beginning teacher's salary $11,200 Beginning teacher's salary

Less 1/3 3,750

§ 7,450 Resident's salary (2/3 of a
beginning salary)

$§ 1,000 Supervisor's increment

$ 750 Substitute time (15 days @ $50/dsy)

$ 2,000 Clinical professor/Resident™

At the present time, these models provide a ,alance of components for the
training nceded by beginning t;achers. Expert advise and performance feed-
back is provided by the supervisor and clinical professor. The beginning
teachers abilities can be carefully monitored and reinforced as needed.
Advarced teaching techniques learned in the seminars can be immediately
applied to the classroom techniques under the guidance of the supervisor/

*In Roseburg the Clinical Professor is 1/2 to 2/3 time. They have

five resident teschers which contributes $10,000 to this person's

salary. The University of Oregon contributes an additional $3,000 to

cover time spent teaching the seminars and for travel to the University
Program staff meetings.
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clinical professor. District policy, courses of study, procedures, &nd
resources will be more rapidly assimilated under the guidance of the
supervising teachers. At the end of the year considerable performance data
are available if a resident is being considered for probationary status.
The assurance of better tesching by new staff is provided at no extrs cost
to the school district.

Curriculum Design and Program Structure

The major purpose of the Resident Teacher Program is to provide
advanced training for inexperienced or minimally experienced classroom
teachers, in the extended practicum setting of a typical classroom where
teaching-learning processes are integrated. The supervision component is
the feedback element of the program utilizing classroom interaction data
related to teaching-learning processes gathered for analysis. Interaction
between practicum and supervision elements enables resident teachers to use
dats as it occurs in a relevant structure--a field settinmg.

Program participants now teach at the elementary level in a cooperating
school district, spending an initial term of study consisting of a six~credit,
three-week seminar-workshop on campus prior to the public school year.

During the school year, resident teachers participate in required seminars
and classroom practicum experienmce. The final term of study is takem on-campus.

The program pairs intensive clinical supervision with weekly seminars

and practicum is based on three assumptions:

1. Beginning teachers do not have all the skills &nd knowledge they
need to assure success in their first years of teaching.

2. Learning is achieved most efficiently when it occurs in a setting
relevant tc the knowledge &nd skills to be learned.

3. First-year tesching experience in a supportive and analytical

setting creates a confident, open attitude which forms a solid base
for continued growth in educational decision-making.
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On~-site seminars are another component of the program, -emphasizing skill

and knowledge necessary to assure success in teaching, including consideration

of slternatives for establishing effective teaching-learning programs and

procedures applicable to major subject areas.

Resident teachers identify

both cognitive and behavioral contributions to learning theory. Program

required courses include:

Resident Teacher Master's Degree Program

Required Field-Ceniered Courses

E;mmmr Fall Winter Spring

= — —
’ Elementary:

€1 507 2 hrs. CI 507 4 hrs. Cl1 507 & hss. CI 553 4 hrs.
{Communication Teaching- Synthesis of Elementary
iSkills for Teacher Learning Teaching School Curriculum
and Learners Environment Strategies

CI 507 2 hrs.
Diagnosis and
Design for
‘Instruction

CI 508 2 hrs
‘Scope and
Sequence

of Instruction

Total hours: 33

CI 509 5 hrs.

Classroom
Observation
Procedures

CI 509 5 hrs.
Anglysis of
Instruction

€1 509 3 hrs.
Evaluation of
Instruction

All resider: teachers under comtract with school districts participat-

ing in the Resident Teacher Program enroll a&s resident graduate students

each term and are granted all privileges of full time students. All

field-centered courses are held on location.

Instructors (clinical professors) ask that no resident teascher enroll in

additional courses during Fall, Winter and Spring terms.

and the nine hours of required work constitute a full load.
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Summer Session One: Resident Teachers may enroll for more than the six
required hours, choosing courses that do not conflict
with the field-centered courses held on location during
August,

Summer Session Twc: Completion of Master of Education - 15 hours (or
fewer hours if more than six are taken during the first
summer or if previously completed graduate hours sre

transferred in Summer Two is optional). Seven years ere
given to complete & master's degree.

In addition to the above work, program participants are required to
include work in the Foundations area,‘e.g., History of American Education;
Modern Philosophies of Education (& 3 hour component). An additional 12
hours of work is selected by participants with the assistance of their
advisors to emphasize in-depth study or enhance further their levels of
Glassroom expertise. The program of studies meets college requirements for
a master's degree in Curriculum &ud Instruction, totaling a minimum of 48
hours for the non-thesis option. Resident teachers earn university credit
each term as they progress through the on-site school year work, taking the
associated seminar classes on a regular basis,

As resident teachers, program participants are required to comply with
district policies supporting the state goals for elementary and secondary
educstion. These goals specify: "Each inaividual will have the opportunity
to develop to the best of his or her ability the knowledge, skills and
attitudes necessary to function as & citizen, to learn to act in a respon-
sible manner; to learn of the rights and responsibilities of citizens of
the community, state, nation, and world; and to learn to understand,
respect and interact with people of different cultures, generations and
races."”

Two courses--elementary and secondary school curriculum—-relate theory

of social forces on curriculum to practices in the classroom.

-
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The course textbook, Curricufﬁm Plenning by Glenn Hass, includes g

comprehensive section on social forces (multicultural, sexism, roles, disad-
vantaged). 1In addition, the required work in Foundatiors includes attention
to concepts relevant to multi-cultural education and American public education.

Content of Curricula

In developing program course content, material used for reference
included publicaticans of ASCD, NEA, the NCSS, the ;nternacional Reading
Association and Phi Delts Kapps, among others. 1In terms of planning‘for
classroom instruction during the practicum phases, the Oregon Stste Board of
Education Guide for Elementary and Secondary Education is 8 primary referent
source.

The curriculum content of the resident teacher program evolves develop-
mentally through processes’ of planning, implementing and evaluating.

These processes are integrated throughout the year's course of study es

resident teachers apply them to a systems design for classroom instruction to

-

include:
1. Curriculum Organization
2. Teaching Strategies,
3. Materials and Resources
4. Classroom Organization
5. Interaction

Course content appreises curriculum organization im two ways: (1)
through cognitive, affective and psychomotor domains as they relate to the
content stucture of the major subjects, and (2) through the identification
of & terminal gosl in order to sequence and analyze the tasks required by the
goal. These two approaches are emphasized as g&lternative procedures for
curriculum organization to guide the formulation of goals and objectives for

&ll subjects.
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Course conten: also appraises instructional teaching strategies as (1)
information~-processing, (2) social interaction, (3) person orientation and
(4) dehavior-modificaton in nature. These categories are related to
operant, associative and cognitive theories of learning.

Course content appraises the selection}and deve lopment of i;strhc:ionai
resources and materials. The comtent of resources is sequeaced for develop-
mental learning and is organized into programnvd learning packages, learn-
ing centers, interest centers and independent investigation activities for
major subject areas.

Classroom management appraises the use of records,“time, space, movement
and interaction. Options for adapting materials, methods and objectives to
the needs, preferences and special characteristics of the students are
examined.

The curriculum content for the program also examines learning tasks,
teaching methods and teachiug‘styles of the resident as they relate to the
socioeconomic forces of the immediate community in which the coursework is
being taught.

| HOne of the sssumptions for program content design is that there are
alternative spprosches to solving problems. Provisions for analyzing
alternative approaches are developed through béth cognitive and behavioral
theories of learning. Implicstio§§ of these positicns are examined &s they
relate to elements of the systems design with the objective of building the
teacher's ability to make considered rather than reactive decisions.

The progrsm provides a high level of theory-practice integration.
Curriculum structure is analyzed to determine its effectiveness in relating
concepts to the principles of the subject matter. Teaching strategies are

selected in relation to the student's levels of processing information. Direct
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and simulsted experiences rrovide profesional practice in most subject

areas.

During the practicum phase of the program, resident teachers sre super~

vised to provide feedback for more effective decision-making. Feedback

is given in relation to the following:

1.

2.

3.

4.

Se

evidence of pupil learning, using standardized and criterion-refer-
enced tests;

teaching toward objectives, using pupil behaviors to indicate
achievenent of objectives;

classroom interaction using verbatim, at task, verbal interaction
and other objective data tools;

classroom social rel: onships using sociograms, classvoom climate
snd other socio=emotional tools;

teacher performance using the syntax of various strategies and
lesson presentation skills learned in seminar.

Because the resident tcacher has the opportunity to observe as well as

be observed during the full school year, the program emables the resident to

acquire a high level of expertise in analyzing classroom effectiveness.

Reading materials and resources ued include the following:

Bateman, THE ESSENTIALS OF TEACHING Hammill, TEACHING CHILDREN WITH
Bloom, Krathwohl, COGNITIVE DOMAIN LEARNING AND BEHAVIOR PROBLEMS
Brophy, LOOKING INTO CLASSROOMS Hass, Glen, CURRICULUM PLANNING
Bruner, TOWARD A THEORY OF INSTRUCTION Joyce, Weil, MODELS OF TEACHING
Cooper, CLASSROOM TEACKING SKILLS Mann, Suiter, KANDBOOK IN
Davis, SYSTEMS DESIGN FOR INSTRUCTION DIAGNOSTIC TEACHRING
Fox, Luszki, Schmuck, Popham, ESTABLISHING
DIAGNOSING CLASSROOM LEARNING INSTRUCTIONAL GOALS
ENVIRONMENTS Popham, Baker, PLANNING AN
Gagae, CONDITIONS OF LEARNING INSTRUCTIONAL SEQUENCE
Giistrap, CURRENT TEACHING Taba, ELEMENTARY CURRICULUM
STRATEGIES FOR TEACHERS Weigand, DEVELOPING TEACHER
Glagsser, SCHOOLS WITHOUT FAILURE COMPETENCIES
Goodlad, BEHIND CLASSROCHM DOORS
Gronlund, IMPROVING MARKING AND Subiect Area Resources
REPORTING
Gronlund, DPIAGNOSING CLASSROOM Methods Textbooks for Reading, Math
LEARNING PROBLEMS Social Studies, Science

State Guides
District Curriculum Handbooks
Manuals for Adopted Texts
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Research in Advanced Curricula. One of the msjor processes emphasized

in the Resident Teacher Program is evaluation. Evaluation is three pronged:
1) Program Evaluation, 2) Student Assessment, and 3) Program Planning.

Program evaluation originates in the seminar courses. Research studies
are related to the elements identified in the systems design for classroom
instruction. The selected listed readings prgvide diverse studies of all of
these elements. Program evaluation is applied when resident teachers select
a gocedure to implement in the practicum. The implementstion phase is
completed when they make an evaluation based on avaiiébility, usability and
effectiveness of all of the elements includgd'in the syétem's design.

| Student assessment takes place in the classroom. _Resident teachers
develop and use informsl tests as well as standardized achievement tests
required by the district. Analysis of test data inclu~-.s pfe- post-test
comparisons, determining central tendencies, range and‘appropriate intervals
in relation to the number of test items and number of students taking the
test, |

Data secured through student assessment are utilized for classcoom
program planning. These data include gain scores, group size, predominate
teaching strategy, length of period, resources and trends.

Residents have close one-to-one contact with the clinical professor who
provides instruction and also serves as & classroom observer in the supervi~-
sion cycle. The continuing in-district supervision and clinical professor
contacts provide program participants avenucs of informal input for program
modificstion. If needed or desired, residents may also contact the program
coordinator, Channels for formal evaluation &nd the resulting prograu

modification &re described in the Evaluation Section.

124




b=

104.

Because each clinical professor works continuously throughout a tem—
month period with a specific group of resident teacher participants, formali-
zation of student participation in the governance process is not deemed
necessary. Participants openly'lnd freely communicate with the clinical
professors and the program coordinator as problems and needs dictate. The
resident teacher is made aware of both university grievance procedures and
student members who represent student perspective on college curriculum
matters.

While the program design calls for a defined sequence 5f thirty-three
hours of work, students have a choice of courses fo meet the foundations
requirement and an additional elective block of twelve hours. These courses
reflect individual interests and needs, and offer an opportunity to take
in-depth work in areas such as special education, counseling, and reading.
Residents can select courses that apply toward an Oregon Standard teaching
certificate.

Prior to selection of the final fifteen hours of study, the regident may
consult with the supervisor and principal. During registration for the
second summer the advisor reviews the student's program and helps with selec-
tion of courses before approving the final program.

The Supervision Cycile

The supervision cycle was structured by Dr. Morris Cogan, now at the
University of Pittsburgh. The cycle is designed to improve the quality of
teaching by centering on teaching problems. The resident tescher programs
attempts to help the resident capitalize on strengths, correct or compensate

for weaknesses and to develop a personal teaching style by using the Cogan

cycle.
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These are standard operating procedures for the supervision component
of the Resident Teacher Program whether the observation is by a team or by
an individual supervisor. Occasionally a post-conference critique is
needed.

The Cogan cycle permits supervision to be systematic. It comsists of
the following phasus:

1. Pre-planuing--A planning session with the master teacher and
resident

2. Observation--Data is taken on the resident’'s teaching.

3. Analysis and strategy~-An analysis is made of the data from the
observation. The strategy for handling the conference is developed.

4. Conference with the intern--Conducted by team leader.

5. Post-Mortem Session--Conference for the supervision team only.

The team leader gives the team any information or direction needed
for the pre-planning session and provides direction during the complete
cycle. After the analysis and strategy session, and from the evidence the
team has produced, the leader will make the decision as to how the confer-
ence is to operate.

The pre-planning session with the resident and master teacher gives
the team of supervisors the opportunity to become familiar with the lesson
plan, objectives of the lesson, procedure for teaching the content and the
strategies to be used. Before the observation, the resident gives a copy
or copies of lesson plan to the supervision team. The lesson plan may or
may nnt have been reviged after the pre-planning session with the master
teacher. This session &lso allows the team to work within the i:amework of
the master teacher's curxiculum and rationale.

In the second cycle, the supervisors observe the resident and classrcom

activity during instruction. Verbal behavior of both resident and pupil



106.

is now recorded for dsta in working through the following cycles. Non-
verbal behavior is objectively presented as necessary. To be effective,

the observation activities are systematic. As the supervisor observes, data
is recorded in terms of what the teacher and pupil are doing. The super-
visor ~atches for certain patterns or categories of behavior that clearly
identify items that are most pertinent in the situation. Since too much is
going on for one person to note, it is an advantage to have & team observa~
tion. After one or two observations, it is possible and probable that the
observations will be planned with a definite purpose.

Despite the caution emphasized on taking notes during the observation
by many critics, 'verbatim evidence" is one of the strongest features of
the cycle. The resident is encouraged to realize the objectivity of the
facts presented, as the supervisor refrains from making judgmental state-
me.ls.

Time is provided before the next meeting with the resident to prepare
for the third cycle: Analysis and strategy. This allows time for both the
team and resident to analyze and reflect on the lesson. The team, under
the direction of the leader, analyzes the data. Patterns or categories of
teacher behavior which may indicate strengths or wesknesses that resulted
in the success or failure of the lesson are noted. It is hoped that data
or observation material that was missed by ome is found in the evidence of
another. 1In this sense group thinking can be more productive than individual
thinking, and provides an adequate safegurrd against guesses, subjectivity,
and bisses.

After analysis of the data, the leade. with the help cof the team
plans the strategy used in conferencing with the resident. The team leader
is encouraged to be sensitive to the resident's feelings. The tasks of

teaching and learning present a& complex cluster of processes that demand
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skill and competence in handling. Personal incrimination is avoided.

This is the face-to~face critiqge portion of the cycle. The super-
visor, through skillful questioning, brings the resident to &n analysis of
the appropriateness of the total lesson. The resident's confidence grows
a8s the ability to develop a critical self-appraisal increases.

In group supervision the final act of the cycle has been termed the
"post-mortem' session. In this session the team leader and any member or
members of the Zeam who assisted in the conference are evaluated by the
rest of the team. During the conference, the members of the team who were
not involved in the conference have recorded and observed the behavior of
the participants in the conference, and this evidence is presented to the
team leader and assistants. For ghe supervisor this can be one of the most
productive aspects of the cycle. Anyone who undertakes to be a leader
enters into a professional rather than a personal relationship with other
people, and during the "post-mortem' sessiuvns knows that at the center of
the conference is an objective diagnosis of behavior. Here all members
gain self-respect, self-confidence, and a willingness to be responsible for
their opinions and actions. New integrations of processes and self are

achieved. Learning takes place for the supervisor too.
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EVALUATION

The Resident Teacher Program is committed to continual improvement
of the program in order to increase the quality of its product--a classroom
teacher with advanced skills and knowledge.

Follow-up Study of Interns and First Year Teachers Through 1970*

One source of information to help assess the relative value of the
Resident Teacher Program for District 4J was data from a 1970 report
prepared by Jim Wright which compares the "products", i.e., rehired resident
teachers in the district with other first year teachers hired by the
district during tﬂe years of the study. |

There seemed to be evidence at the time of Jim Wright's report that
individuals entering the profession via the intern program were more likely
to remain with the district that were other first year teachers enterimg
through the traditional route. Forty-seven percent of the interns who were
hi..d from 1963 to 1970 were still here at the time of the report, while
only twenty-seven percent of the first year teachers hired during the same
time were still around.

There was 8lso evidence at that time that teacher education graduates
who entered the system via the intern program route developed leade;ship @
potential at & rate twice as fast &8s first yesr teachers who entered the
district fhe regular route during the years 1963-70. This same group of
interns also developed lesdership potential at a rate faster thaw the
libersl srts majors who were certified via the program during these same
years. The visdom of the previous decision, to limit the prcgram‘}n recent
years to graduates in teacher educstion who are eligible for certificarion,

seems to be supported by Jim Wright's findings.

*Committee Report, Resident Teacher Program. Eugene Public Schools, District
4J, Eugene Oregon, 1978.
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Examining the professional history of the nine most recently hired
elementary principals in the district, three were interns in this program
at one time, three were supervisors, with only three candidates having no
association with the program were hired.

This high percentage of leaders from a small population of interns
seems to indicate that the district recognizes and vslues the skills and
techniques associated with the program and hires for leadership positions
individuals competent in the skills associsted with the program.

In addition to longitudinal data provided by the 197C report and
update, more subjective data reported by other.groups in the state and the
district involved with the program were also used.

State Department Report

The state department did not compile extensive hard data in a series
of reports from the program beginning. William T. Ward and Joy Hills
Gubser, formerly of the State Department of Education, reported in the

Journal of Teacher Education, September, 1964, the following comments and

conclusions drawn from interviews with supervisors and principals in the

program during the earlier years:

(1) Principals and supervising teachers generally stated it to be
their belief that the intern not only developed his teaching
skills faster than a first-year teacher of compsrable potential
but also developed them to s higher level by the end of the first
complete year of teaching. On the basis of two years of experi-
ence in the teaching internship program and the increased under-
standing of roles and responsibilities of the various partici-
pants, & high degree of success on a wider front is anticipated
for the future.

(2) 1Interviews with principals snd supervising teachers revealed that
those inducted into teaching through the internship route tended
to recognize individual differences more quickly than first-year
teachers and attempted to provide differentisted instruction in
keeping with this insight. The teaching interns also saw the
relationship between daily sctivities and both long- and short-
term goals earlier in the school year and experimented more with
different tesching styles as thev went through the process of
identifying end discovering treir ova teaching style.
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(3) There was no evidence that the interns practiced a higher level
of professional ethics.

(4) There is no evidence at present to support the hypothesis that
the teaching interns have a grester commitment to the principles
of belief in and respect for the intrimsic worth of the individual.

(5) There was some evidence that the teaching interns developed their
competencies in planning, implementing, and evaluating the
instructional program more quick'y than the regular first-year
teacher.

1977 Program Staff Evaluation Study

Program staff completed a comprehensive evaluation study to determine
how much and in what ways resident teschers might be more competent than
other first year teachers who tsught their first year without planned study
and supervision. The evaluation focused on this question:

1s there a difference between the competency of resident teachers and

other first year teachers at the end of their first year of feaching?

The staff (with the help of H. Del Schalock of the Tesching Research
Division of the Oregon State System of Higher Education and with the
permission of Schalock and Oregon College of Education) decided to use the
OCE follow-up format and instruments. Use of the OCE format provided a
previously tested evaluation plan and provided comparative data from the
OCE 1976 Follow-Up Study.

Findings in the evaluation data included these:

1.1 In end~of-first year studies, principals and observers rated both

OCE gradustes (1. ~mple of 22) and Resident Teachers (1977
sample of 21) to be gencii'ly com  ent,

1.2° Using combined principal &nd observer sverages, Resident Teachers

were rated higher than OCE graduates. Differences were small but

consistently higher.

1.3 Resident Teachers gave higher self-ratings than OCE graduates gave
themselves. Differences were small but consistently higher.
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Descriptors of teaching were grouped into five cluster areas. Using
these descriptors, principals and observers rated resident teacher compe~

tancy. The combined ratings for the May, 1977 study are these:

Scale: (1) Not (2) (3) Generally (4) (5) Exceptionally
Competent Competent Competent
Cluster 1 Planning and Preparing £f.r Instruction 3.83
Cluster 11 Performing Instructiona) Functions 3.87
Cluster III1 Ottaining and Using Pufpil Outcome Information 3.63
Cluster IV Relating Interpersona)ly 3.95

Cluster V Performing Related Professional Responsibilities 3.95
In May, 1978 the same OCE format snd instruments were used with a
revised seven point scale:

(1) Competent by (2) (3) (4) Competent (5) (6) (7) Outstanding

Few If Any By Most By Most
Criteria Criteris ' Criteria
Cluster 1 Planning and Preparing for Instruction 5.25
Cluster 1II Performing Instructiov+] Functions 5.47
Cluster II1 Obtaining and Using Pupil OQutcome Information 5.27
Cluster IV Relating Interpersonally 5.49

Cluster V Performing Related Professional Respomsibilities 5.72

The completed report, The Resident Teacher Program: A Pilot Evaluation

Study, May, 1977 and the results of the May, 1978 Evaluation are available
through the University of Oregon.

An important measure of product quality is the number of program grad-
vates employed as teachers during the year after completing the program.
The record shows a very high percentage of residents are employed to teach
the next year. Figures for the last two years are as follows:

YEAR NUMBER OF RESIDENT TEACHERS NUMBER TEACHING

FINISHING PROGRAM DURING FOLLOWING YEAR
1976-77 41 40
1977-78 43 42
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Program retention data are shown in the following figures for the

same two years:

YEAR NUMBER DROPPED FROM REASONS FOR DROP OR
FROGRAM WITHDRAWAL
1976=77 1 Student chose to quit teaching.

1977-78 2 Study and workload too heavy
Student encouraged by supervisors
to withdraw. Student agreed.

In addition to the high percentage of graduates who apply and are
hired for teaching positions, a survey conducted by District 4J (Eugene) in
1976 disclosed that many program graduates achieve positions of leadership
in education.* Four of the t§irteen supervisors in Eugene in 1975-76
were residents (or interns) in their first year of teaching. Three of the
nine principals appointed in the previous three years were former resident
teachers. Three were supervisors of residents before their appointments to
principal positions. One ex-resident was appointed to be the language arts
consultant for the district.

Those educational leaders and other ex-residents teaching in the dis-
trict were included in the 119 survey respondents whose responses gave
support to the program’s claims that both residents and district persomnel
gained sdvantages from participation in the program. Highest rated advan-
tages were these:

e Entry into teaching - a complex world - is smoother with the help of
supervisory personnel (4.14 on a scale of 1 to 5).

o The district is sble to monitor bdeginning teacher apd educational
program progress more often snd more effectively with supervisory help
than without supervisory help. {(4.28).

o Competent professional skill develops through sustained practice under
the guidance and supervision of public school and university supervisors
(4.13).

*The February, 1976 survey, Report: Resident Teacher Program, Eugene
Public Schools, School District &J, is availsble as an Exhibit, RTIS-4.
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@ Confidence in the use of a variety of teaching strategies and the
development of a strong personal teaching style is acquired through
exploring, valuing, and practicing instructional and management tech-
niques (4.10).

Further evaluation of graduastes after completion of the program was
planned for May, 1979 when a follow-up was done of the 21 persons in the
May, 1977 study. These teachers tsught a total of three years—-two years
following their first year as resident teachers. The staff expects to be
able to compare these data with data obteined by OCE in the Spring of
1978 on the same samplc contained in their 1976 group sfter three years of

teaching.

Evidence of Performance in Relation to Program Objectives

In the Spring of 1978 an additional imstrument that ir progrem spec-
ific was added to the set of instruments residents were asked to complete.
It called for particinants to rate the value of program learning experiences
in terms of contribution to achievement of competency and confidence in
teaching. Examination of the data averages will show that seven of the
twenty items listed were rated at 6.00 and above on & seven point scale.
Ten items were rated between 5.00 and 6.00, and three between 4.50 and
5.00. Thus, the data indicated that program objectives are being achieved.

The instrument also enabled residents to give feedback on the adequacy
of time provided for each learning experience. On ten of the twenty items,
six of the eighteen responders indicated that there was not enough time
provided for adequately completing even the most highly valued objectives.
Program staff recognize that working towasrd the many listed objectives in &
short spam of & school year creates an intensive year, but hesitate te
delete any objectives because they sre deemed by both students and staff to
be of value and an integral part of the theory and practice that this

field-centered master's degree program represents.
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Use of Evaluation Results z

In both the 1977 and 1978 evaluations the category, "Obtaining and

Using Pupil Outcome Information,” was rated lower than other clusters,

4

"Planning and Preparing for Instruction" was giyen a lower rating in 1975
than in 1977. Special attention to these competencies is reflected in
program course objectives for the 1978-79 year. The increased emphasis in
these two arecas also reflected the need for teachers to learn how to cope
vith mainstreaming -- & contemporary sxai:ty in public school classrooms,

During the 1979-80 school year, modification or considerations of
alternatives also occurred as follows:

e Objectives and content for the course, Diagnosis and Design of
Instruction, and the course, Teaching-Learning Environment, have
been changed to in~lude specific attention to diagnosing and pre-~
scribing through the format of the Individual Educational Program
as mandated by PL 94-142.

e Course Reaction Inventories have been administered regularly.
These are not, per se, pertinent to specific changes in course
requirements. More infiuentisl have been surveys given at the end
of each course, One modification possibility is to include
experts to explain and present models to help residunts write
individual educational programs, (IEPs),

e The formative evsluation completed in December, 1978 is to be
followed by summative evaluation in May, 1979. Early formsl feed-
back enables the resident gnd supervisor to work together to
strengthen teaching skills that sre less proficient than the
resident would like them to be. Indeed, the regularly scheduled
supervision and feedback element within the program is now its
strongest factor in developing teacher cowpetency. The addition
of & formative evaluation will give clarity of direction to
attainment of desired teaching skills.

e The opportunity to offer an alternative to the required comprehen-
sive exam in the form of a synthesis paper is & fourth modifice-
tion being considered by the staff. Synthesis could then relate
deta obtsined in the classroom laboratory to theory. A synthesis
paper would show more clearly the integration of theory and
practice than the written comprehensive 2xam can show.
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_ Long Range Planning

Richard Herah, Associate Dean for the Division of Teacher Education,
has proposed a five-year pilot program which eventually would include a
year of supervised classrcom téaching as & prerequisite to basic certifi-
cation. The Resident Teacher Program acts as a model for that program.
Until the time when Oregon can initiate a full-scale five year program, the
Resident Program continues to operate with selected school districts.
Contsct with districts cccurs through personal visits of the Program
Director, Calvin Zigler, through on-site supervision by the assigned
clinical professor, and through "information day'" programs. Forty-five
persons iepresenting ten districts participate in this particular sequence
of activities.

The Resident Teacher Program represents the current version of an
internship program for teacher education originally implemented by the
College of Education in 1963 and maintained, albeit with changes in design,
to the present year. It is anticipated thst the program will de able to
support the interest of the college in finding new ways to work more
closely with school district persomnel in in-service education to improve

teacher competencies.
SPECIFIC NOTES AND COMMENTS FROM THE ETS SITE VISIT TEAM

The Resident Teacher Master's Degree Program is clearly designed to
anticipate and lessen the problems beginning teachers would experience by
providing extensive feedback, support, and expertise. However, the resi-
dent teachers described experiencing a number of problems. Some of these
are related to the beginning experience of new teachers, while others are

progrsm related.
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The Views of Residents

Past and present resident teachers were asked to describe the problems
they encountered during their first teaching year. Additionally, they were
asked wvhat aspects of the progrcms‘they would change. The problems de-

scribed by the several resident teachers interviewed were:

Needed help in locating materials

Difficulty in getting @ firm grasp on classroom instruction
and management

More efficient management of time

Concezns over future job prospects .

Difficulty getting organized during the first month
Difficulty with highly individualized reading curriculum
Problems grouping class into cohesive units

Concern &bout presentation of materials in a way that meet
the instructional needs of the class ‘

Residents described their experience in the program very positively.
Clearly, they felt that most of the problems they had were responded to by
the supervisor or clinical professor and curriculum associate. When asked
what they would change to further help the beginning teacher, residents
suggested:

e More clearly defined guidelines and expectations

e Requiring research related coursework not be done until the
spring term

e Limit on size of the program

e More communication with other residents; meeting in smaller

groups with other beginning teachers

The View of Principals

Several prin-ipal: were asked to share their views on the problems of
beginning teachers. The principals interviewed were familiar with the
objectives and program content of the resident teacher program. One
principal was & former supervisor in the program, and another principal was

a former intern.
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The principsls identified the resident teachers' problems as follows:

e Increasing pressure to be familiar with state and federal
laws and guidelines

e Increasing pressure to be "accountable"

e Classroom management

e Sequencing of instruction

® Peer relations

e Class size

e Familiarity with materials available

e Discipline

e Pacing instruction

e Long term planning

e Incorporation of short term planning into long term planning

Solutions Offered by Principaly

When asked what solutions principals would offer to the problems of
the beginning teacher they sszid:

e Assisting the resident in complying with state and federal
regulations .

e Encouraging communication between resident and principal

e Maintaining close contact with the clinical professor/supervisor

e Utilizing techniques and strategies presented in university
coursework

Implementors’' View of Problems of Beginning Teachers

Clinical professors, curriculum associates, resource specialists and
supervisors were asked how they assist beginning teachers. The following is
a summary of their observations:

‘@ Providing information emphasizing student assessment, analysis
of test scores and suggesting methods to informally assess
students

e Utilizing seminars to respond to prodlems raised by residents

e Meeting regularly (at least once a week) with the resident on
a one~to-one besis

e Observing resident, providing immediate feedback, and modeling
the teaching act, if desired

e Working as a team with clinical professor, supervisor, principal
(if necessary) and resident to plan a strategy to resolve
problems

e Assisting resident in becoming & self-evaluator
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Implementors Solutions

When asked if therc were any way he might change the program,
Dr. Zigler explained that he would like to try to set up units of five resi-
dents per clinical professor who are in close physical proximity to each
other. A seminar class of fifteen could then be conveniently established.
The three clinical professors would each bring in their own special area of
expertise, enlarging the body of knowledge available. This would give the
resident a broader problem-solving and technical base from which to draw

information.
SUMMARY

The Resident Teachers' Program strives to assist the new teacher in the
transition from student to teacher through close joint university and
school district supervision and planned university coursework;' In so
duing, new methods of instruction and theories of education are brought
into the classrooms of the participating school districts.

There is widespread agreement among principals that the resident program
is a positive influence in their schools because of the influx of fresh ideas
from both the resident and university associated faculty, Additionally,
school district personnel note that this program offers them the opportunity
to monitor the beginning teacher.

Residents agree that one advantage of the program is that it provides a
means to enter into the teaching profession in Western Oregom. It also
offers a way of obtaining & master's degree while earning a salary, and
provides assistance in becoming & mvore professional teacher in a shorter

period of time.
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Qur general .impression of the Resident Teachers' Program was one of
support and enthusiasm on the part of &ll involved. The program's success
seems to be attributable to flexibility in :efws of structuring the supervi-
sion model, and relevancy of university coursework. The program is described
as advantageous by residents, school district personnel, &and university
faculty. The magic of this program is that they have effected and maintained
a truly cooperative program between an institution of higher education and

AN

several school districts.
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SITE VISIT I1Il: THE INTERN TEACHING PROGRAM FOR COLLEGE GRADUATES
Temple University
- Philadelphia, Pénnsylvania

DATE: October 24-25, 1979

INTERVIEW TEAM: Dr. Prederick McDonald
Dr. Carol Stevenson

PROGRAM CONTACT: Pr. H. Bernard Miller
(215) 787-8041

The intemn program at Temple University 1is a self-~supporting gradu-
ate program which has operated successfully for the last 26 years. The
program provides an alternmative route for liberal arts and science
graduates who select secondary school teaching from among many vocational
possibilities. The impact of the program is demonstrated by the fact
that more than eight out of ten intern graduates remain in teaching.
Continued cooperation with loecal school districts further attests to the
success of the program. The program is equally successful in preparing
teachers to work in inner~city schools and well-endowed suburban schools.

Dr. B. Bernard Miller, Director of the program, described the
program as one that enhances the professicnalism and increases the
survival skills of beginning teachers by providing guidance and supervi-
sion for a full two-year period of time. Temple interns obtain a master’s
degree and a teaching certificate while fully employed as secondary
school teachers.

The site visit team visited Temple in October 1979. We would like
to thank the program staff for the time and thoughtful planning that went
into this visit. We were able to meet with Program Director Dr. H.
Bernard Miller, Associste Dean Peter Cistone, Dean Jsy Scribmer, & group
of seven Temple faculty snd supervisors, two adjunct professors, a
Philadelphia school district administrator, four program graduates, five
second-year interns, and five first-year interns. The site visit team
also attended &8 first-yesr intern seminar.
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TRE BISTORY AND DEVELOPMENT OF THE TEMPLE INTERN PROGRAM

The Temple Interm Program for College Graduates was established in
1954 under a Ford Foundation Grant for the purpose of comparing the quality
of teachers prepared by an experimental program with those trained by
traditional methods. In the study, three groups of teachers were followed
for‘a period of three years (1954-1957). It was found that the interns
vere at least as ccmpetent as were traditionally trained teachers.

At the conclusion of this study in 1957, Temple University assumed
responsibility for directing and‘fundins the program and retitled it
the Intern Teaching Program for College Graduates (ITPCG). ITPCG had its
own director and functioned as a separate program within the Department of
Secondary Education, one of the cleven colleges within the university. In
the late fifties, faculty staffing for the program was changed from just
shared staff assignments to a limited number of full-time faculty members
plus some continuing shared assignments.

During the time from 1961 to 1965, procedures for the recruitment and
selection of interns were developed. A special program was developed for
preparing teachers to teach in inner-city schools. Additional intern
programs were initiated in: special education, junior high school inner-~
city mathematics, elementary education and physical education. Although
the programs did not '"take hold", the ITPCG continues to be a successful
program for preparing secondary teachers for both inner-city and suburban
school placement.

In 1967, the Pennsylvania Department of Public Instruction approved
the ITPCG program as an acceptable program for producing certificated

teachers. The program also developed a more specific design based on the
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fnclusion of courses that stress subject competence, analysis of teaching
and the defining of teacher behaviors. Around this time micro-teaching
also became a teacher preparation strategy in both summer and school year
1ntefn teaching activities-

In 1969, ITPGC was cited for special recognition for "Excellence in
Teacher Preparation” by the American Associlation of Colleges for Teacher
Education. In the following year, Dr. H. Bernard Miller was named Director
of the program. |

ITPCC participated in a-series of Performance Based Teacher Competency
studies with Educational Testing Service in 1973-1974. As a result of
these studies the program faculty developed 8 set of EOdﬁles designed to
develop specific teacher competencies. Although these modules were designed

for the Temple interns, they have been widely used by other programs.
DESCRIFTION OF THE TEMPLE PROGRAM

The ITPCG requires a minimum commitment of two years during which time
the intern is employed as a fully salaried teacher and is enrolled in a
program of formal course work at Temple. The basic programmatic theme is
"Humanized Training Through Growing Intern Responsibili{ties for Professional
Decisions". The program sets the context, raises alternatives, provides
counsel, snd helps interns see themselves as they cycle through the follow-
ing decision process:

e The intern analyzes value alternatives and selects sn objective.

¢ The intern analyzes action strategles and selects s mode of
behavior.

e The 4intern acts.

e The intern analyzes his or her behavior and evaluates in light of
bis or her value objective.®

®E111 and Miller, the Intern Teaching Program for College Graduates,
Temple University College of Education, 1968.
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The advantages of the two-year ITICG program include:

e The opportunity for interns to study professional education while
teaching students; connecting theory and practice.

e Providing & support system to interns of on-going supervision and
seninars.

e The opportunity for interms to utilize the resources of the university
to solve beginning teacher problems.

® The interns as viewed by schooi districts are better candidates for
teaching than traditi{onally trained applicants.

e The classroom students of the interns sppear to benefit from the
ongoing supervision provided to the intern by ITPCG faculty.

Over the years, the entering number of interms in the program has
declined from about 125 to the current number of about 25 entering in-
terns. Most of the interns are men. Interns corplete their master’s
degrees during the course of the program--summer session plus two years of
supervised teaching. Approximately 602 of them do so. Another 30X receive
their degrees within three years and the remainder extend the time to four
years or longer (with permission for extenuating circumstances). Candi~
dates are selected who have expertise in content areas for which there is a
great teacher demand; hence, most current interns are training as math and
science teachers. Most of the interns selected are Pennsylvanis residents,
with 152 from out-of-state. .Currently, three of the interns hold Ph.D.

degrees from other fields who are changing careers.
IMPLEMENTATION OF THE PROGRAM

The Intern Teaching Program for College Graduates works cooperatively
with a number of school districts which plsce intern teachers im regular
classrooms for a two-year period of time. The interns teach in the public

schools of Delaware, Chester and Penrose County, with one interm currently
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teaching in Lehigh County. This intern i{s visited only once every three
weeks, but receives one full day of supervision; other interns are super-
vised once a week for a minimum of two hours for both observations and
feedback conferences. Half of the interns work in suburban schools and
half in urban schools. The intern placements are generally with a 30-mile
radius of Temple University. |
The Interns

The definition of an intern in the Temple University ITPCG is an
individual who:

e Holds at least a baccalaureate degree;

® Has met specific selection criteria established by the program in
which th2 intern is enrolled;

e Has completed introductory courses and actual classroom teaching
with intensive supervision by classroom teachers and college super-
visors;

e Has responsibility for instruction;

® Is pald by the local school district; and

e Is supervised during the internship by both college and school
personnel.

Intern teachers receive intern certificates to teach in the state of
Pennsylvania. This certificate i{s conditional; i{t remains in force if the
intern 1s in training, under supervision, and is succeeding as a teacher.

Selection of the Interns

Interns are liberal arts graduates who have had extensive subject
matter preparation. They generally exceed the academic requirements of
conventionally certified teachers. The quality cof their preparation is
determined by transcript analysis and as a part of the screening process.
Applicants must meet Temple University Graduate School test requirements

(GPA, GRE, or MAT).
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The selection procedures used by ITPCC are designed to provide as
complete a picture as possible of the candidate’s academic tackground,
experiences, and personality. The following is an excerpt from the "Fifth
Year Review of Intern Teaching Program for College Graduates"* describing
the steps in the selection process.

Key developments {n the selection procedures during the past five years
are:

e Use of an attitudes questionnaire adapted from the Runner Studies

of Attitude Patterns Interview form (1970 revision). The purpose
of the questionnaire is to provide an extension of the personal
interview.

e Individualized Screening Program developed in the Spring 1678 in lieu
of group screenings. It 1s a half-day program involving secretaries
and faculty in its procedures.

The selection procedures used by ITPCG are designed to provide as
complete a picture as possible of 'he candidate: academic background,
experiences, and personality.

The selection and screening process consists of four sta-~es:

1. Vide dissemination of program information. Posters, brochures and

recruitment visits, standards, requirements and operations of the

program are provided to interested students as well as placement
personnel at various undergraduate schools.

2. Careful studv of applicatfons recefved. Each application is
carefully screened for information (Academic background, experi-
ences, snd persomality).

a. Academic background: evidence of a B.A. degree from an
accredited college; a transcript indicating a 2.5 cumulative
GPA and a 3.0 subject ares GPA; report form showing Graduate
Record Examination scores of 900 or better, or Miller
Analogy Test Scores of equivalent rank.

b. Personal background: applicant’s employment history,
experience in working with youngsters, health status,
family background, applicant’s reasons for wishing to teach,
etc.

c. Three letters of recommendation.

*"Fifth Year Review of Intern Teaching Program for College Graduates",
8 report submitted to the Pennsylvanis Department of Education. Temple
University, College of Education, January 1980, pp. 5-7.
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3. An {ndividusl screening visit. Screening activities which are

arranged for o morning or afternocon at the candidate’s conve-
nience, provide the staff with vital information and impressions
about the applicants. Equally important, the screening provides
the necessary experiences and cpportunities to help candidates
decide whether this program is for them.

8. Slide presentation: slides describing the history and present
operation of the program are shown by a faculty member and are
followed by a brief, informal discussion about the program.

b. Personal interview: the applicant is interviewed by a member
~ of the faculty. During thie interview, the personal qualifi-
cations of the candidates are carefully assessed; there may bde
some discussion about the candidate’s academic record, partic-
ularly if it has fluctuated. Interviewers attempt to judge,
among other things, the applicant’s

eoeffects of experimentsal background such as tutoring, camp
counseling or any other work with young people, any ramifica-
tions of experiences like working with VISTA, the Peace Corps
or similar organizations; travel or study abroad.

«»ofeelings about teaching and young people
.+ s8ppearance, speech patterns, general demeanor

...feelings of strengths and weaknesses as expressed by the
candidates themselves.

c. the applicant completes the Intrerview Questionnaire.

d. Applicants who have not taken the GRE arrange to take the
MAT on campus.

e. After each screening session, the faculty members carefully
analyze and discuss the accumulated dsta and decide om provi-
sional acceptance or rejection. 1In some instances, a re~
interview is scheduled to clarify areas still in doubt.

4, The summer orientstion program. 7The summer orientation program is
the final stage of the selection process. The coordinator assigned
to each summer teaching center evaluates the spplicant’s classroon
performance, participation in micro-teaching and seminar sessions,
plus overall potential for functioning in the classroom.

ihe initial opportunity to teach in area summer schools provides a
realistic setting for final selection since all acceptances are provisional

pending the successful completion of the summer orientation.
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ITPCGC Faculty

The Temple staff essentially is responsible for all of the supervision
of the interns during their two years of field experience. There are no
school-based cooperating teachers excepc during the summer session prior to
the field placement. The interns, as full-time teachers, are subject to
the evaluation and support systems of the schools where they work, as is
any new teacher.

Three types of university people implement the Temple program. Each
of the three Temple staff roles involves supervision and evaluation.
Although, "everyone does everything," there are differences in emphasis.

Teaching Assocfates. Two or three teaching assoclates have as their
primary responsibility the supervision of interns. Each teaching associate
works with about twelve interns. Supervision in the first year focuses on
"survival issues” such as classroom management. By the second year the
supervisor and intern work with issues beyond the classroom such as involve-
ment in school activities and professional organizationms.

The teaching associates are paired with interns on the basis of common
content areas, geographic location and personal compatibility. They are
also involved in recruitment, selection and have some teaching duties.

Clinical Teaching Associates. The two clinical teaching associates
are tenured faculty menbers assigned full-time to the program. Their
primary responsibilities include supervision and teaching general methods
courses. They sometimes act as summer school center coordinators.

Instructors. The four or five instructors for the program range from
assistant to full professors. Their primary responsibility is teaching

methods courses in content &areas. The instructors are faculty in the
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Department of Secondary Education. The dual assignment provides from
one-third to two-thirds of their time to the intern progranm.

Selection of ITPCC Staff. The director of the intern program is
responsible for staff selection, although other staff members participate
in the decision making process. The director is responsible to the
chairman of the Department of Secondary Education. Dr. liller is serving
currently in bdboth roles.

The characteristics sought during the selection of new staff include:

e Three to four years experience in classroom teaching--"a solid
background".

® Relevant areas of subject matter expertise.

e The capacity to work with other people.

+

;e A commitment to high professional standards.

N

I\

" The willingness to accept new ideas and change.

CURRICULLYM

The Supmer Program, "Orientation to Teaching"

The summer program, "Orientation to Education", is an intensive six-week
experience desig;éd to induct the intern into teaching through supervised
teaching and observation, teacher trairing workshops and seminars. This
intensive summer experience confronts the interns with the reality of class-
rooms while supplying them with several skills and the tools for analyzing
his or her own teaching behavior.

Two teaching center sites (Camden and Lower Merion) are used for
the intern field experience. Interns are assigned to environmental settings
different from that of their own background; i.e., suburban interns are

assigned to urban schools and urban interns to suburban schools.
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Both classroom teachers from the cooperating schools and a full-time

N

university professor are available daily at the centers for supervision and

i

instruction. Interns are paired with experlenced classroom teachers. The

principals of the schools and the university center cug?dinator match the

i

interns with appropriate cooperating teachers.

Summer schools are not typical school situations~-they have neither

a full

school day, nor large classes nor ¢ full teaching staff. Secondary

students attend primarily for remedial help. The intern may work as part

of a team, participate in a program designed to strengthen basic skills, or

observe different teachers. The center coordinator guides the interns in

selecting these experiences.

Workshops aud teaching centers seminars are held for four days prior

to the

beginning of school at the teaching centers. The following topics

are included in these induction activities:

Expectations of interns and what interns may expect of the
program.

Interaction analysis.
Organization of seminar centers.
Video training.

Skill building seminars (medules on interact’on analysis,
questioning skills, establishing pre-instructional set, etc.’.

Pressures, problems and satisfaction of interns.

Lesson planning.
Placement procedures for fall positions.

Professional ethics.

During the four week teaching period at the centers, weekly "Intern

Interaction”" seminars are held with the Director of ITPCG, Dr. Miller &and

otheyr staff members. Additional summer session seminars are conducted daily

-
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by the center coordinator. Following the close of summer achool two full
days at the center are devoted to seminars on areas of specislization and
other topics.

During the six-week summer program, interns work on specially prepared
instructional modules which focus on specific teaching skills:

¢ Questioning in the classroon.

e Establishing pre~instructional set.

e Giving directions.

e Closure.,

e Classroom management problems (CLAMP).

Interns are involved in micro-teaching to develop skills in these
modules. Practice using this technique occurs in summer and during the
first year of intern teaching. Micro-teaching provides the infern with
feedback for improving teaching skills.

Job Placement

Interns are encouraged to begin to seek a teaching position as soon
as they are provisionally accepted in the irtern program. Although assis-
tance is offered by the University Placement Office, the responsibility for
procuring employmen’ rests with the intern. Interms are asked to advise
thelr center coordinator ana the ITPCG office about their job-seeking
progress and ultimately, the job they have found. This has priority over
all intern activities, since their internship depends on having a fall

position.

The First Year Field Experience

The intern 1s considered a full-time teacher and is paid the salary of
a beginning teacher. The Temple intern assumes the same full teaching

responsibilities as any other beginning teacher but with supervision from
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an assigned ITPCG faculty member. The intern receives two full years of
supervision. The ITPCG faculty member is a subject matter specialist who
acts as a resource person in providing feedback following observationms,
suggesting strategies, activities and materials, and at times, co-teaching
or demonstrating teaching techniques. A different supervisor is assigned
to the intern 'during the second year to provide new approaches, another
professional view, and additiomal resources.

During the first year the intern is expected to cope with classroom
management problems reasonably well. The intern uses skills modules he has
practiced during the summer session. Problems and concerns encountered in
implementing these skills and strategies are the basis for interaction with
the university supervisor.

The intern is expected to develop daily and long range lesson plans
and keep records, locate and use appropriate resource materials, and evaluate
his or her pupils’ progress. The supervisor supports the intern in these
areas as well as in developing desirable teacher and administrative relation-
ships.

Interns are required to take two courses during the first year: "The
Teaching Process' (£sll), and a methods course in the intern’s area of
specialization (spring). '"The Teaching Process" deals directly with class~
room experiences. Interns may not register for additiomal course work
during the first semester; however, if an intern evaluation is satisfactory,
he or she may request to take an additional course for the second semester.

The Second Year Field Experience

During the second year of internship, the intern is given the option
of having less frequent supervisory visits, and the focus of the supervisory

assistrance changes to & special project related to classroom experience.
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This project is individualized and is guided by a team of two supervisors.

Interns are encouraged to assume extra-curricular responsibilities,
such as sponsoring study interest groups and coaching sports teams, in
addition to working on the improvement of their teaching skills with univer-
sity supervision. During the second semester interns are required to
take an advanced version of "The Teaching Process" which relates skills
learned in the modules to their classroom teaching experiences.
Additional Coursework

Several additional courses are required for the internship. They
consist of at least one course in the psychoeducational process, one
in curricular/philosophical baces, and a third in reading methods for
English, social studies and junior high school science teachers.f\Electives
comprise the'remaining semester hours (six or more) required to complete
the Master of Arts Degree. These graduate courses must be selected from
the intern’s academic teachiﬁg area or from professional education offer-
ings, all of which are subject to their advisor’s approval.

Each intern must either take a comprehensive examination or complete
a special project related to his or her classroom experience during the

second year of the teaching internship.

Intern Evaluation

In addition to passing the comprehensive examination or successfully
completing the special project option, the intern must earn other academic
credics excluding courses in supervised teaching and must earn a grade of B
or better in the classroom teaching courses.

Within the ITPCG courses, the evaluation of interns is largely based
on their knowledge, understanding and use of the skill building modules:

"Assessing One’s Own Teaching"”, "Giving Directions", "Establishing Pre-
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Induction Set" (EPIS), "Closure", "Questioning" and "Classroom Management
Problems" (CLAMP).

The ITPCG faculty has used the module "Assessing One’s Own Teaching"
for the interm’s self evaluation. The intern also evaluates the supervisor
with whom he or she works, using the "Supervisor Assessment Form”. This
form assesses evaluation, intellect. personality, professional development
and supportive relationships. In addition, following the completion of
each course, interns assess instructors on the "Instructor Evaluation" form
which rates preparat$on. presentation, persomality and intellect.

Although grades are assigned at the end of courses, assessment of
interns’ knowledge, understanding and the application of theory into
practice is on-going with continuous supervision and cooperative evaluation.

Curriculum Content

Intern teachers may not take additional courses during the first
semester of the first teaching year, and may take an additional course
the second semester only with approval.

The figure below shows the ITPCG program requirements.

SUMMER FALL SPRING
------n--------n“-“--n-“-------n-unmmm.“-"-“-w-“m.“-“-“nu-
Sec Ed 680 8 s.h. Sec Ed 681 2 s.h. St Tchg 278
F Orientation The Tchg Supv Tch in Sec Schools
1Y to teaching Process Methods Course (1) 3 s.h.
RE St Tchg 277 Eng Ed 620 - Curr & Methods
S A Supv Tchg 277 in Sec Eng
TR Sec Sch For Lng Ed 430 - Curr & Meth
in For Lng

Math Ed 470 - The Tch of Math
Sci Ed 713 - The Tch of Sci.

in Sec Sch
S
EY St Tchg 688 st Tchg 689
CE Supv Tchg Supv Tchg in Sec Schools
C A in Sec Sch Sec Ed 682
NR The Tchg Process 2 s.h.
D
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. Upon completion of these above courses, 15 graduate credits will be
sccrued. A minimum of 15 additional graduate credits are required. The
following set of courses are recommended:

READING METHODS (required of English, social studies, JHS science
teachers) 3 s.h. Reading in the Secondary School

PSYCHOEDUCATIONAL PROCESS (one course required) 3 s.h.
Analytic Study of Teaching; Group Behavior in Instruction

CURRICULAR /PHILOSOPHICAL BASES (one course requized) 3 s.h.
Socisl Fboundations of Education; Secondary School
Curriculum

ELECTIVES

l. Electives may be selected only from graduate courses in academic
teaching areas or from professional courses directly related to
teaching situations. These are subject to prior approval by
advisors.

2. Independent Study Projects (including master’s projects) are limited
to a total of three semester hours.

3. Credit for transfer courses may be given only if consistent with both
university policy and with prior approval of the program director.

COMPREHENSIVE OPTION - MASTER’S PROJECT

Special Project
Supervised Teaching in Secondary School

The program may require individual interns to take specific courses on
the undergraduste or graduate level for certification purposes.

The ITPCG has been described in a general way by blocks of internship
time, {.e., the summer progrsnm, and the first and second years. A '"Behav~
ioral Competency Study"” figure which charts the program by the behavioral
competencies expected of the interns is supplied in the next few pages. It
includes the program content, activities and experiences designed to foster
attainment of the required competencies and the specific means of evalua-
tion used to measure the degree to which interns have attained them. The

chart was supplied by ITPCG staff and is reproduced in its entirety.




THE INTERN TEACHFR PROGRAM FOR COLLEGE GRADUATES

BEHAVIORAL COMPETENCY STUDY*

"9t1

Behavioral Competency

—_— e ——t——e —

Content, Activities and Experiences

Means of Evaluation

1. Interns must not only be
accepted to the graduate
school, but must also
satisfy the more
rigorous standards of
ITP in order to achieve
acceptance to the
program.
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An intern must meet or exceed the graduate schools
admission requirements in undergraduate grade point
average, personal recommendations and Graduate

Record Examination or Miller Analogies Test scores.

An intern is interviewed by a Program staff member
and tested by the Program to determine the appli-
cant’s desirability based on the candidates poten-
tial for success both as a full-time teacher and
as a part-time graduate student.

The ITP specfal summer sessfon {s designed so that
when an intern has ITP acceptance, it is a provi-
sional acceptance. An intern may be requested to
withdraw after completing the summer experlence
because he or she has not demonstrated the personal,
professfonal and academlc competencies necessary

for successful teaching and satisfactory comple-
tion of graduate level work.

*"Fi{fth Year Review of Intern Teaching Program for College Graduates", a
report submitted to the Pennsylvania Department of Fducation. Temple
Unfiversity, College of Fducation, January, 1980, pp.13-16.
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Perspective interns must submit
their credentials such as grades,
test scores, plus personal expe-
riences for a pre-admittance
review by the ITP staff at the
time of their Interview.

ITP staff determines who will be
accepted intoc the program based
on the application, test results,
credentials, references and in-
terviews. The applicant can
appeal the decision.

Adequate graduate school stan-
dards are maintained. Interns
receiving more than 9 semester
hours or less than "B" quality
work are dropped.



Behavioral Competency Content, Activities and Experlences Means of Evaluation

i
/.

2. The interns will learn Within ,the realm of certain required courses the To determine satisfactory comple~-
through graduate instruc- intern will receive initial exposure to teaching tion, the intern’s teaching be-
tion certaln useful throygh a special introductory summer program havior Is observed and rated by

saching strategies 1nvoﬁv1ng supervised teaching and a seminar ITP faculty through oral and
and how to use them in expgrience guided by ITP faculty members. Later, vritten evaluations based on
the classroom, develop thq’lntern will complete supervised teaching during conferences with intern input.
and improve upon thelir hiP/her two years in the program.
personal teaching be- C Written papers as well as a
haviors and learn to AAso, while being supervised, the intern must variety of self-assessment tools
generalize on their nroll in, and successfully complete, semirars may be utlilized as well.
personal performance. /the first and last semesters in the program.

These deal directly with the teacher’s exper-
/ lences in the classroom.
/
/ In seminais Interns are encouraged to explore
/ numerous topical issues in teaching. Content
/ includes a knowledge of classroom management
/ procedures, varied teaching models, and famil-
arity with the ideas of teacher-centered and
/ student-cen’.ered classrooms in addition to
/ mot ivatfional and teaching strategies.

/ Activities include teaching, micro-teaching
7 with benefit of audio and video taping,
/ interaction analysis and self-assessment.

LT
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Behavioral Competency

Content, Activitles and Experiences

Means of Evaluation

3.

4.

Interns must gain a
graduate level
knowledge of the
methodology and
curricula per-
taining to the
particular subject
teaching area.

The intern must

acquire on appreciation
for current educational
fssues and recently de-
veloped strategies of
learming as well as
become awsre of their
effects on and possi~-
bilities for thelr
teaching situation

- through graduate

instruction.

16U

The fntern must complete at least one methods or
teaching techniques ccurse in his/her specific
subject area. The intern will study, demonstrate
competence in and test his/her knowledge of methods
and curriculum In this course (See Standard VIII-
College of Education).

Activities include attendance at lectures,
conpletisn of required projects and pre-
sentation of papers.

The intern must complete graduate-level course
work in psychoeducational nrocesses or educational
psychology and foundations of education or
curriculum theory. Also, some interns are required
to take a course in the Psychology of Reading.

Activitles include reading appropriate texts,
presenting papers, participating in discussion,

© attending lectures and conducting research pro-

jects.

Successful completion of these
courses can be demonstrated by
written papers, final examination,
self-assessment, projects and/or
fulfilling contracts.

Successful completion of these
courses can be demonstrated by
written paper, final examination,
self-assessment projects and/or
fulfillirg contracts.
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Behavicral Competency

Content, Activitles and Experiences

Means of Evaluation

5. Interns must receive
graduate instruction
needed to complete re~
quirements for certifi-
cat fon that were deficient
or courses to improve
their teaching compet-
encies.

6. The intern will be
awvarded tue degree of
Master of Education.

: Q 182

Interns must select elective courses in order
to complete credit hour requirements. These
courses may be selected from graduate level
offerings in the intern’s academic teaching
area or from professional courses related to
the teaching situatfon.

ITP may also require individual interns to
take specific courses on the undergraduate
or grade level for certiflcation purposes.

Content and activities of these graduate
classes would vary depending on course.

ITP will recommend the awarding of degrees
to interns who have been rated satisfactory
by the Program faculty i{n three ways:

8. performance as a classroom teacher,

b. earning of the required number of
graduate credi{ts, and

c. completion of a satisfactory form of
evaluation of the Master’s Program.

The selection of these courses
will be done in conjunction with
the intern’s advisor.

Successful completion of these
courses can be demonstrated by
vritten papers, final examinationms,
self-assessment projects and/or
fulfilling contracts.

Similar to the College of Education
requirements for graduation, the
intern must complete a8 minimum of
30 semester hours of graduate
course work with not more than 9
semester hours of below "B" level
worke.

Also, the intern must successfully
conclude 2 years of supervised
teaching with a grade of "B" or
bettet.

Finally, the intern must satis=-
factorily complete a comprehensive
examinatfon or a Master’s Project.
In the latter case, an additional
three credit hour course must be |
taken with the approval of ITP. i?
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SPECIFIC NOTES AND COMMENTS FROM THE ETS SITE VISIT TEAM

The site visit to ITPCG was done on Octcber 24 and 25, 1979. Inter~
views with faculty mechers and interns were conducted during these two days
and the team members were given a complete set of written information about
the ITPCG. Those intgrviewed included the Project Director, Dr. H. Bernard
Miller; the Associste Dean, Peter Cistone; the ITPCG fsculty and super-
visors; first and second year interms; program graduates; adjunct profes-

sors; and Philadelphia School District administration personnel.

The Views of the First Year Interns

The first yea:r interns were very enthusiastic about their program
experiences and extremely eager to share their views with the site visit
team. They were all in agreement that the quality and frequency of their
supervision was a significant feature of their program. They felt that
their supervisors vere positive and constructive in their feedback and that
the program faculty members (both supervisors and uthers) always were
easily accessible and very responsive to their needs.

They discussed the importance and the rigors of thelr initial summer
session experience. Observing other teachers and peers was seen as nelpful
as was the oppertunity to do the micro-teaching while learning and practic-
ing the skills modules.

When asked what problems they had encountered as beginning teachers,
the problems expressed by the group were:

® The biggest problem was lesson planning. The materials were often

inappropriate for their sudents; and they had to Jeveley much of
their instructionmal material.

¢ Implementing their lesecn plans was a difficulty freqgently
identified.

® They had insufficient knowledge of students® background.
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e They did not have enough time for preparation for teaching.

e Some felt they had difficulty srousing student’s interests.

It was to meet these concerns that they sought help from their
supervisors. They indicated that they also brought their problems to their
weekly seminar on campus. The site visit team was fortunate to be able to
observe one such seminar. A description will be provided later in this
section.

When asked what changes they would like to see effected in the progranm,
the first year interns suggested:

@ Increased tive in the orientation to the program.

o Instruction on lesson planning and teaching techniques before
going into the classroom.

e More work on the methods of teaching during the summer
session and the first senmester of teaching.

Observation of a Seminar, The Teaching Process. The interview tean

was invited tc an evening seminar for the first year interns. The topic
for discussion was "The Teacher in the Hierarchy". Dr. Miller and Dr.
Manusov were co~instructors of this course. Dr. Manusov started the
discussion by asking the interns to consider their perceptions of the
hierarchy of their schools with their relative status included in that
hierarchy. A stimulating discussion followed. Consldering school persomns
and their differing relationmships led to an exploration of the roles played
by the many "others" in the school organization. The interns concluded
that their role in the hierarchy would be what they made it, and that esch
of the "others" in their schools has a role with respect to them. The
acceptance of their own responsibilities within the hierarchy and the
recognition of the roles and responsibilities of others was what emerged

from the discussione.
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The rapport asmong the interns and the Tapport of the interns with the
staff were excellent. Respect was shown for differing points of view.
Questions were very open and honest.

The Views of the Second Year Interns

The second year interne had a very positive attitude toward the program.
They too were enthusiastic about the helpfulness of their supervisors and
methods work using the teaching skills modules. They particularly liked
the CLAMP module (Classroom Management Problems).

They identified their major problems as:

e An inability to get "all the work done".

e Being responsidle for the many tasks a teacher has.

® The difficulties encountered in coping with many different kinds
of people--students, teachers, administrators, university faculty,
etc.

When asked about how they would like to see the program improved,

they suggested:

e Less theoretical coursework; more application to practice.

e More opportunity to observe other teachers. They would like to see
the policy of mixing the two summer groups (Camden and Lower Merion)
continued since the sharing between groups had added a new dimension
to their knowledge and understanding of teaching concerns. There were
nixed feelings about evaluation--apparently depending on the person-
ality of the supervisor and the quality of the feedback. Some super-
visors write out detailed recommendations and this was favorably
received.

The interns were interviewed during the fall semester when there was

no planned seminar that afforded interaction among them regarding teaching

problems. Most felt this lack.

The Views of Graduate of the Program

Four Teaple "veterans" were interviewed about their perceptions of

the program, the problems they had encountered as beginning teachers, and the
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kinds of help they had received from the program faculty. They said that
as interns their problems had been:

¢ They were generally overwhelmed by the amount of work required
of them as teachexs, that is, "hours and hours preparation.”

e They had had a serious concern sbout the lack cf materials and
support from the school system.

e They needed help in the beginning years with classroom management
skills.

When asked how they were helped in solving these problems, they agreed
that their only source of help was the supervision provided by the progranm
staff. In fact, they have continued to call on Temple program staff fof
assistance since completing the progran.

In the discussion of their feelings about improving the program they
mentioned the following points:

® Seminars were not closely related to actual classrcom problems;
too much theory--except for the method’s coursework.

e Suggestions from group members (peers) were very helpful; they
would like veterans of the prograr to share their experiences.

® They felt a need for observations of other teachers in other schools.

The Views of the Director

When asked about problems the beginning interms encounter, Dr. Miller
said the ability to manage a class was their most pressing concern. Temple
supervisors work very hard with interns on this problem, stressing the
importance of stimulating and meaningful curriculum and instructional
strategies. Interns are encouraged to move from their collection of "a bag
of tricks" into learning about teaching and about pupils.

He also feels that the intefns need assistance in managing their own
time well for prepration, instructi-nal pacing, other teacher responsibi-

lities in the school and their professional course work, etc.
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Dr. Miller observed that beginning teachers become somewhat set in
their ways of teaching by the end of the first year. This 1s part of the
reason for assigning a different supervisor to interns for their second
year internship. Dr; Miller discussed the importance of teaching the
interns jod seeking skills and the ethical nature of professional commit-
ments. This includes learning how to: make personnel inquiries, ask and
respond to appropriate interview questions, prepare credentials, etc.

As Director, Dr. Miller had had ten years of experience with the
intern program and belleves it to be a very viable way for producing
effective secondary school teachers. He emphasized strongly the in—deptﬁ
summer teaching and seminar experience as well as the on-going and frequent
supervision for teaching interns as the factors leading to the success of
the Temple Intern Program. Dr. Miller has written several articles that
might interest people in teacher education geared toward urban areas. One
is listed below.*

The Views of the Staff

Eight staff members were interviewed collectively to discuss their
participation in and views of the intern program. Two teaching associates,
involved primarily in the supervision of interms, and six t ll-time faculty
members responsible for the program courses (who also supervise a small

number of interns) were interviewed. They were:

Susan Brown Roth Michael Pilacik
Victor Cimino Beulah Rothschild
Frances Grant Lauretta Woodson
Joseph Manusov Name unknown

The staff dilicussed the screening process for intern selection was very

valuable. They cited the confirmatfion of interns in the program following

*H, Bernard Miller and Fredrick Harwood, Journal of Teacher Education, Volume
23, #4, 1972; Intern Teaching Programs in Urban Schools: Impact on Instruc-
tionsl Improvement, PR 427-430.
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the summer assignment as a very positive factor in the selection process.
They also felt that having the entire staff involved, whenever possible, in
the initial screening interviews was very desiradble.

The staff not only provided supervisory support to interns on a
weekly basis, but also frequently sssisted interns by telephone. The
faculty evaluation of the interns is kept quite separate from evaluations
by school administrators. The faculty evaluations are based to a large
degree on teaching performance demonstrating competencies while using the
Temple training modules.

When questioned about changes they would like to see in the program,
the faculty members said that, although they still have team meetings with
interns, they would like them to be organized by grade level, as they had
been in the past. The supervisors believe that, over time, they themselves
have become more involved with the processes of teaching and less subject
matter orlented.

Their suggestions for program improvement included:

e Providing the interns with creative art experiences early in the

program. This is based on a belief that a relationship exists
between art expression and creative planning.

e Clustering the interns within schools for peer support and easier
management of supervisory assistance.

e Attempting to "sell” the program to the liberal arts faculty.
e Removing the intensive summer experience completely from the Temple
University setting; establish live~in resi{dence near school sites
with faculty supervision.
The faculty sees intensive supervision as the primary program element
that produces effective teachers. They feel that the intern’s work as s
salaried teacher, while paying for his continuous participation in university

courses and supervision, establishes a perscnal commitment to professional

growth.
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The Views of Adjunct Professors

The inte:view team had the opportunity to meet with Professor Thomas
Hawkes and Professor Matthew Bruce to discuss their involvement with the
intern program.

Professor Bruce teaches Science Education and a8 science workshop for
the Temple Intern Program during the summer experience. He is invited to
be a guest lecturer, and is called on to give occasional advice to those
Teaching Associates who are also teaching science to the interns. He
supervises interns oncc a week during the semester in which he teaches
them.

Dr. Bruce’s instructional strategy revolves around plamning imstruction
based on an assessment of what children know, the structure of science,
and how these factors relate to each other. He stated that the Temple Intern
Program is an alternative route for more mature, more committed teachers in
training. He enjoys his work with the Temple interns.

Professor Hawkes teaches "Psychoeducational Process: Group Behavior
and Instruction' each semester and summer. He stated flatly that the
interns taking this course are '"the best students in the college'. He
guides interns through research projects matched to their teaching experi-
ence, the comprehensive option described earlier in this document. Ex-~
amples of topics selected are:

e Teacher assessment of children’s characteristics,

o Intelligence and creativity, and

e Grouping~-the social context.

He describes his courses as a theoretical social science approach
with "practice fn the application of 1ideas'". He uses subject matter as a

base for studying group behavior and instruction, and the teaching strategy
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he emphasizes is problem solving; i.e., hypothesizing, collecting data, and
testing hypotheses. Dr. Hawkes assists interns with their other teaching
concerns, but does not observe them in their classrooms. He believes that
the Temple program should b2 a five or six year program, and feels that it
is ideal for teachers to be carrying full teaching responsibilities and
taking theoretical coursework simultaneously.

Both professors agreed on these advantages of the internship:

e The opportunity to work on professional education while teach.ag
students helps in connecting theory and practice.

e The opportunity is provided to experience on-going supervision and
seminars.

~ The opportunity to utilize the resources of the university helps in
solving beginning teacher problems.

SUMMARY

The Temple Intern Program provides two years of supervision and educa-
tional support to its interns. The interns are full-time high school
teachers paid by the participating districts. This "guided experience" is
provided on a one-to-one basis to each intern. The program can be character-
jzed by the richness of the individual assistance provided to each intern
and the respect for each intern’s individualism. In addition to the formal
structure, all staff members are available as needed to any {ntern.

The interview team had a very positive reaction to the Temple Intern
Program. The Director, Dr. Miller, and the interns were very candid in
their responses to the interview questions.A fhese data, combined with all
the printed materials made available, provided quite a complete picture of
the program and its strengths, The overwhelming impression we had was one

of great enthus‘fasm for the program from all concerned.
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Our perceptions of the strengths of the Temple Intern Program were:

e Interns sre very csarefully selected, and are not fully admitted to the
program until they successfully complete the intensive summer teaching
experience.

® Interns are very well prepared academically in their areas of special-
ization when they come to the program.

terns’ summer experience provides an opportunity to put theory
into practice while working constantly toward the development of
teaching skills.

® Interns receive sustained two-year support and supervision. This

component of the program is lauded the most by all participants in
the program.

Time may be the ultimate test of success of any intern program. The
Temple Intern Program has been in operation for twenty-six years and has
adapted 1t°s program to meet the changes in students, university and public
school needs. It is today & visible and exiting program that demonstrates
its success by the production of effective classroom teachers.

If there is a magic element in the Temple program—--beyond the exper-
tise and dedication of the able staff--it may be the utilization of the
sumner session as part of the selection and training process. Temple
interns emerge with a solid btase for learming to teach all kinds of stu-

dents--including inner city=--no meager achievement in the current climate

of American high schools.
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Site Visit 1IV: THE STAFF ACADEMY PROGRAM FOR NEW TEACHERS
Jefferson County School District R-1
Lakewood, Colorado 80215

Date: Octodber 31 - November 1, 1979
Interview Team: Carol Stevenson

Dr. Patricia Elias

Dr. Fred McDonald

Program Contact: Dr. Roice Horning
(203) 231-2222

The Program for New Teachers 1s one of the many and varied services
provided to district personnel by the Staff Development Academy of
Jefferson County. Our first contact was with the Director, Dr. Roice
Horning. The program is an exemplary model of a district initiated and
maintained induction program for beginning teachers.

The Program for New Teachers provides inservice training for elemen-
tary, secondary and special education teachers. It is intended to help
new teachers make an orderly transition from college to teaching the
prescribed district curriculum.

A site visit by ETS staff to Jefferson County took place during
October and November, 1979. The purpose of the visit was to gain a
better understanding of the functioning of a district initiated teacher
induction program

The interview team is grateful for the time and careful planning
that went Iinto arranging this site visit. The interview team was
invited to visit with Roice Horning, Executive Director of Staff Develop-
ment Academy, Jim Metzdorf, Coordinator of the Staff Academy, Susan
Schiff, Inservice Resource Teacher, four new elementary school teachers,
two new high school teachers, two principals (a nrincipal at the junior
high level and &n assistant principal at the ele.ontary school level)
and three curriculum specialists. The interview team also observed a
New Teacher Inservice Program at the Staff Academy.

173




150.

DESCRIPTION OF THE JEFFERSON COUNTY FUBLIC SCHOOLS
STAFF ACADEMY PROGRAM FOR NEW TEACHERS

History and Development*

During the early 1970s, one of the ways the Jefferson County School
Distri;t responded to the community concern about district accountability
was to begin to develop inservice activities intended to increase the level
of staff performance. From that beginning, "Jeffco”" has developed and
implemented an extraordinary array of services and programs for teachers.
Within the larger Division of Instructional Services is the Staff Develop-
ment Academy. The Staff Academy was organized to serve the identified
needs of district personnel.

Setting

That i{s no minor task. Jefferson County Public Schools is a large,
790 square mile, suburban school district including the metropolitan area
west of Denver, Colorado. It is the largest school district in Colorado,
and about the 35th in the nation in the number of students enrolled. The
student population in 1979 was 82,000 students housed in 80 elementary
schools, 21 junior high schools, 13 high schools, one vocational-technical
high school, a special education school for handicapped children, and two
outdoor education laboratory schools in the mountains. The Staff Academy
serves the district’s 4,600 certificated staff and some classified persomnel.

Jeffco 1is organized into four areas, each of which includes the
schools in three high school attendance areas and is administered by an
area superintendent. Jefferson County and its student population are

growing rapidly, more than 12,000 students in less than a decade.

*Much of the background material for Jefferzom was taken from documents
supplied by Dr. Horning and his staff.
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Four of the high school articulation areas have a yeaz-round school
schedule~=the "Jeffco Concept 6" plan--which includes sbout one-third of
the students and teachers in the district.

Jefferson County is a community of well-educated, high-income resi~
dents. The 1970 census sho 2d that the county was in the top 2 percent
among all counties in the nation in median family income. One out of every
five adults in the county has completed at least four years of college.

Jeffco regards education as a comuunity enterprise, and their goal {s
to provide the best possible educational opportunity to every cﬁild in the
county. They are committed to the maintenance of a levél of student
performance consistent with the high ideals of the community. The record
suggests that Jeffco educators meet that commitment. At a time when
national scores are declining, Jeffco students continue to make dramatic
improvement in the basic skills. Comprehensive tests in reading, mathe-
matics and language arts show that between two~thirds and three~-fourths
of the Jeffco students score above the national average, and the percentage
of students scoring above the 75th percentile has continually increasecd.

Jeffco does not attribute these vesults to chance but, at least
partially, to the prescribed district curriculum {n reading, mathematics,
language arts, and social studfes. All schools aust follow the prescribed
district curriculum. But how the curriculum is to be taught in a parti-
cular school is up to the principsl and staff of the school. Among the
practices found are team teaching,gflexible scheduling, multi-age grouping
and ungraded classes. ﬂ

Rationale

Jeffco regards staff development as a district enterprise. Pecerti-

fication and advancement on the salary schedule is given to teachers w..o
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participate in and successfully complete Staff Development Activity
courses. One~half of the units required for advanced degrees can be earned
in district-provided courses by the Staff Academy.

The Staff Academy included among its functions the identifying of
research findings which would indicste skill areas which yleld the greatest
probable impact with students. Two research studies were identified as
relevant to assisting the approximately 100 new teachers in tﬁe district
each year. They were the Concerns-Based Adoption* (CBAM) and the Beginning
Teacher Study.®* The two studies provided a practical basis for the
Program for New Teachers which has been functioning since the fall of
1977.

Changes

The program changes as new needs are identified. Currently the Staff
Academy 1s working to incorporate the district’s affirmative action program
into the program by including materials designed tﬁ familiarize new minority
teachers with the district, its population and policies. The staff 1is also
designing a follow-up program for second and thiréd year probationary
teachers who are 'concerned with the impact they are having on their stu-
dents" rather than the first year teacher’s precccupstion with "survival

Skills"o
IMPLEMENTATION OF THE NEW TEACHER PROGRAM

The staff of the Program for New Teachers is the three person Staff
Academy team that works in cooperation with other central office staff to

design all inservice and education programs in the district. The program

*Gene Hall and Associates, Research and Development Center, the University
of Texas, Austin ¢

*#McDonald and Elias, Educational Testing Service, Princeton and Berkeley
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for beginning teachers is primurily geared to workshops provided by
curriculum sﬁecialists who act as "the arm of the Staff Academy.” There
are workshops specifically for beginning elementary, special education and
secondary school teachers... The purpose of those workshops 1s to familiarize
new teachers with the prescribdbed curricula for each grade level. All
curriculum specialists and administrators have been trained in the use of
the CBAM materials. They base their instructional strategies on the seven
key assumptions of CBAM: .

l. Change in the schools is a process, not an event.

2. The individual needs to be the primary focus of intervention
for change in the classroom.

3. Change is a highly personal experience.
4. Full descriptinn of the innovattén in operation is a key vari-

able. (Innovation is used here to encdppass both process and
product changes.)

5. There are. identifiable stages and levels of the change process as
experienced by individuals.

6. Inservice teacher training can be best facilitated for the
individual by use of a client-centered dissgnostic/prescriptive
model.

7. The change facilitator needs to work in an adaptive/systematic
way.

The CBAM spproach extends beyond the three formal workshop days to
include follow-up wor§ with f{ndividlsl teachers. The science curriculum
specialists, for exampie, have trained twenty-two classroom teachers in
this model to act as resource persoms to all beginning teachers in their
implementation of the science curriculum. "
New teachers also have available to them the services of twenty or

so inservice training specialists. The training specialists are usuvally

counselors who haye interpersonal skills as well as expec-*fise with small
-3
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groups. They assist new teachers with probleas in classroon management,
as opposed to the curriculum specislists who tend to provide help on
"how-to~do-it" with the Jeffco curriculum.
Program for New Elementary Teachers

The program for beginning elementary school teachers 1is designed to
instruct teachers in the teaching of the basic skills: reading, language
arts, and mathegatics. In mathematics, a district developed curriculum,
STAMM, is presented and its use described. The Wisconsin Reading Program,
the curriculum base for reading inmstruction, is introduced with appropriate
guides and materials. The district curriculum in 1 .guage arts is also
presented to new teachers. Emphasis is given in each subject area to the
formal methods of record keeping for tracking the attainment of individual
children’s objectives.

Two--day workshops are conducted prior to the begianing of school im

ea~h of tYhese areas. Following these inservice days, teachers have a

plenned orientation day with the building principal to familiarize tnemselves

with policies, procedures and materials. A fourth day includas a breakfast
meeting with the superintendent, followed by a District Curriculum Jrienta-
tion held at che Staff Academy.

A fcllow-up £111 day workshop on the basic skills is conducted later
in ¢he £all to respond to teachers” problems, concerns and questions
related to the teaching of reading, language arts and mathematics. Also
{ncluded is a session or use of the Library Media Center at the Staff
Acadeomy .

During the second seuester, beginning elementary teachers are required

to attend three all~-day scienc~ workshop sessions scheduled during a

relatively short perlod of tiue.
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All beginning third grade teachers are required to attend two inser-
vice days covering the content and process for teaching the mandated social
studies and environmental educ tion unit, "New Moccasins on Open Space."
These workshops are held at the outdoor education laboratories and are
experiential as well as content-based.

Assistance and guidance for beginning elementary schools is primarily
schocl based. Principals assign "buddy teachers", usually at the same grade
level, to be & resource person to the beginning teacher. 1In addition, the
principals and library media Spgcialistiiare identified as helping persons.
Beginning teachers are encouraged to contact curriculum specialists for
assistance if needed: however,‘with the exception of the science special-

ists, no planned follow-up servides are scheduled through the Staff Academy.

Program for New Elementary Special Education Teachers

-k

This induction program is similar to the program for the new elemen-
tary teachers in that it deals primarily with the basic skills: reading,
language arts and mathematics. Its purpose is to provide assistance to the
new special education teachers in areas of policies, procedures, record
keeping and instructiomal techniques in special education, and to provide
information regarding the resources available in their schools.

One day at the Staff Academy is devoted to general orfentation . the
role of the special education teacher, followed by two days building
orientation. and a fourth day sgain at the Staff Academy working with
curriculum specialists and special education peisonnel in learning about
the curricula in the basic skills and adapatations for teachins han&xcapped
children. Opportunity is also provided to meet with the superintendnt

during the two days of building nrientation.
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Progrem for New Secondary Teachers

This program provides inservice training for beginning secondary
classroom teachers (also counselors, library medfa specialists, reading
specialists and special education teachers, etc.) in all subject areas.

The purpose of this training is to provide assistance and support to
the new teacher in the areas of policies and procedures, building resources,
curriculum, and lesson planning.

Two pre~teaching days are devoted to orlentation in the beginning
teachers” schools by the principals and assigned 'buddy teachers', usually
the chairperson of the subject department. Assistance is offered in
background information about the student population, curriculum require-
ments, unit and lesson planning, materials available, and any specific he’p
requested.

A third inservice day is planned immediately preceding the opening of
school to meet with the superintendent and the curriculum coordinators to
become informed abou* curriculum policles and procedures. Follow-up activ-
ities occur within school and within departments unless teachers feel the
need to contact curriculum coordinators.

All seventh grade teachers are required to attend inservice workshops
to prepare themselves t. teach the science and environmental education
unit, . {e Science Prairie Unit. This unit will be implemented beginning
1980, The training will familiarize life science teache-s with the ''Prairie
Unit"” and its piace in the life~-science curriculum, Teachers will learn
district procedures for scheduling and planning prairie field studies, and
teaching scravegies for conducting field studles and for analyzing and

summarizing the field study data back in class.
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inservice T ng for New Teachers

All non-tenured teachers are strongly encouraged to participate in a
course entitled, Library Media Services, K-12., The course consists of five
sessions, and its purpose is to help teachers in undestanding the role of
the school library media specislists and services available centrally 4n
Library Media Services.

iIn addition, a school-based inservice entitled, Language Arts/Written
Composition, Elementary, is being phased in over a two-year period. At the
discretion of the principal, all K-6 staff (library media specialists and
specisl education teachers included) will be required to participate. As a
supplement and support to this training, a series of inservice course
wmodules are being offered for inservice or college credit in the late
afternoons at convenient locations. Teschers are expected to give these
modules first choice in their professional growth programs. This training
is less concerned with "what" is taught and mnst concerned with "how"
written composition is taught (the Elementary Language Arts Composition
curriculum has been in operation for over six years). Skiils and strate-
gles based upon the most productive research gbout the teaching of writing
form the substance of this inservice program. Follow-up for teachers is
conducted by principals to assure that teachers are including these modules
in their professonal growth programs.

Other speclal inservice workshops are designed for new.educational
consultants, educational diagnosticlans, all Special Education and Related
Serviczs team members (sssessment process), and elementary specials teach-

ers {zusic, P.E., art, etc.).
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EVALUATION OF THE NEW TEACHER PROGRAMS

Participants in all new teacher inservice programs are asked routinely
to complete questionnaires rating the degree of help provided by curriculum
workshops and school building inservicz activities. Most responses were
very positive. Samples of summarizations of teacher ratings and comments
about the initial and follow-up wecrkshops in baslc skills are at the epd of
the Jeffco report. Also included is an evaluatlon of the basic skills

follow-up for special education teachers.

SPECIFIC NOTES AND COMMENTS FROM THE ETS SITE VISIT TEAM

Interviews were conducted with the Staff Acadenmy Director, the Inser-
vice Speclalist, Principals, Curriculum Specialists and Beginning Teachers.
The interviews varied with the role of the person(s) being questioned.

The following report represents information gathered from the different
schedules for each role. Observations of workshop activities are included
where they appear to be useful and relevant.

The Director of the Staff Academy, Roice Horning

Dr. Horning described the Jefferson County program for beginning

teachers as the Staff Academy’s attempt to address the needs of teachers in
teaching the Jefferson county curriculum.

Generally, the curriculum specialists work in pre-teaching and follow-
up inservice workshops to inform and assist new teachers in the basic
skills and in science curiculums. Dr. Horning stressed the philosophical
inservice approach of CBAM described earlier.

When asked how he evaluated the program, Mr. Horning felt that it Jis

cuite successful for the following reasons:
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e The Jefferson County School District 1is a "growth" district. The
community supports quslity education and their Board of Educaton
acts on promoting programs for children and their teachers t¢
achieve this quality.

® The Staff Academy has a developmentsal philosophy towards the profes~
sional education uf teachers and places the needs of beginning
teachers a8s a priority program in staff development.

-

® There is sufficient money available to support the current inservice
programs.

® The Division of Instruction gives full support to the goals and
activities of the programs developed by the Staff Academy.

® The staff can work well together and with teachers.

® The centralizing of curriculum and instruction and inservice educa-
tion insures a system of quality control.

Inservice Speciclist for Staff Development, Sue Schiff

Susan Schiff is one of the three persons in the Staff Academy and is
responsible for coordinating inservice workshops for new teachers with
curriculum specialists and for developing, conducting and sharing evalua-
tions of these workshops with administrators, curriculum specialists and
teachers.,

Mrs., Schiff expressed a desire and interest in pursuing follow-up
services for beginning teachers, particularly in their school-. At the
present, assistance is solicited by the new teschers, if desired, with the
exception of the science staff.

When asked about inservice work im other content areas; e.g., social
studies, Mrs. Schiff recognized the need, but said the Academy feels that
inservice in too many areas of the curricul.. would overwhelm most beginn-
ing teachers. She did feel these content areas could end probably woulce e

given attention in second year inservice wurkshops for new teachers.
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Curriculum Specislists: Marge Melle, Science Speciaslist; Carnle Foster,
Language Arts Specialist; Don Jones and Carol Crawford, Teachers on
Assignment at Language Arts

The science specialist described the science inservice work for
beginning teachers using the Concerns Based Adoption Model as a framework.
She said that the focus for new teachers is on ewaremess of change as a
process, not an event as well as on the information aspects of the
science program. Classroom management skills are incorporated in these
second semester workshops. A unique feature of the science inservice was
reported by her of the training of twenty-two teachers who will perform
follow-up services in the schools.

The language arts specialist and teacher specialists on temporary
assignment shared their language arts prescribed curriculum for different
grade levels wit. .“e site visit team. They described their pre-teaching
and follow~up workshops for elementary teachers. They stated that their
secondary programs are not fully defined as yet. They do meet teachers of
language arts for a half day after they have been in their buildings to
present curriculum, dir~uss methodology and respond to teachers’ questions.
The Jjunior high program is more structured than high school and is easier
to introduce to new teachers in terms of curriculum units and teaching
strategies. They suggest thuat master teachers and/or department chair-
persons assuwe responsibility to help beginning teachers in the secondary
schools. The language arts staff receive few calls from secondary teachers
for assistance.

The specialists said that beginning teachers are drawn from substitute
teaching lists. Since it is very difficult to obtain = position in the

Jefferson County School District, mauy "begilanirq" teachers accept short-
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and long-term substirtute assignments in the hope of being placed as a
contract teacher. One way infer that many beginning teachers have already
had some teaching experience in the district.

All specialists felt that the teaching guides are thoroughly prepared
for each subject area and would require little in-depth help in their use.
However, they did say that beginning teachers expressed frustration about
how to handle all the guides and how to work everything into their programs.
The staff appreciated these frustra:ions and tried to assure teachers that
time and experience will enable them to organize their instruction.

Attempts arec made to evaluate the implementation of the curriculum.

"~ When asked how they separate work with beginning teachers and teacher

evaluation, all specialists agreed that there was no formal evaluation of
a particular teacher’s work. Their follow-up role is to provide assistance
and support only.

Observations of Follow-up Inservice Workshops

The interviewing team was invited to observe inservice follow-up
workshops conducted for veginning teachers in mathenatics, reading and
library-media. A brief description of these inservice activities follows.

Library-Medis Workshop. Mary Lou Jost, Library~Media Resource Teacher,

' centering on

gave & slide-tape presentation, "The Librezvy-Media Program,’
programs in schools and central cffice. Ms. Jost described the services
available in detail:

e How to order equipment

o Services of the graphics consultants

e Programs and workshops avail ‘ble to teachers

¢ How to order films

¢ Previewing service
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Teacher questions were solicited. They were of the nature of technical
service, professional library materials available, where to find instruc-
tional journals, etc. The new teachers were then shown order forms and how
to complete them. This was followed by a tour of the central office
Library-Media Lab.

Reading Workshop. Beginning .eachers were grouped by primary and

intermediate grade teachers, each receiving a8 1-1/2 to 2 hour session with

the reading specialist, Mike De Guire. The purpose of this workshop was to
share and discuss individual teacher’s experiences and concerns. Mr. De Guire
encouraged problem solving through peer teachers offering suggestions and
alternative solutions to teachars’ requests for help. The following are

some of th: questions teachers raised:

e How do I work with my groups in rotation (work with teacher, seat
work, other assignment) without a teacher’s aide?

® How do 1 get everything in, like science, when 1'm a month late
because of the math inventory?

e Am 1 going too fast, teaching & skill a week?

e What can I do for enrichment activities that is meaningful etc.?
Mr. De Guire made sure that every teacher had an opportunity to share
concerns. He elicited suggestions, used teacher’s suggestions. . . "What
do you think about the idea. » .?" This encouraged full group participation
in of fering assistance to teachers who had concerns.

Mathematics Worksheps. Again, teachers were grouped by primary and

intermediate assignments. Heather Clifton, teacher on special assignment
to math requested concerns about teaching the STAMM math program prescribed
throughout grades K-6. A sample of teachers’ quotes of concerns follows:

e I don’t know what to do with a child in the sixth graue who can’t
add or subtract anything.

e I'm trying to meet the needs of my students, but 1’m spreading
myself too thin.
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o I think three math groups is too much. I don’t feel I’m reaching
each of these groups. (This teacher i{s responsible for grade level
math in departmentalized organization.)

e I have a team-mate who is convinced that the math staff wants us to
individualize math.

e I'm frustrated beyond belief because I can’t reach my goals in
tine--s50 many interrxuptions.

e How do we use assignment sheets on STAMM workbook, texttook, games
and activities?

o Can 1 select different objectives to teach or are they sequential?

® What do I do with the kids when I am constantly interrupted by
"visitors" and "messages"?

® Do you have suggestions for math games or a place to find them?

® I can’t get hold of math f£ilms--they‘re always signed out.

Several teachers were very anxious becr e their STAMM guides had not
arrived as yet and they were concerned ‘hat what they were teaching would
be unrelated to the STAMM program.

Ms. Clifton provided answers to these concerns wherever possible.
She offered to go out to help teachers in their schools if they felt they
needed her. She also told them that each school has a teacher on the
staff who is identified as a STAMM resource person.

Principais

A junior high school principal.was selected to be interviewed about
his views of problems of the beginning teachers. Those described by him
were:

e Lack of security--they need support.

® Need for orientation by the principal regarding type of community,

student population, economic status, parental support for teachers
and school, and services avalilable to teachers.

e Understanding of junior high students’ behavioral charac:eristicsi

® Need for consistency in classroom monagement and discipline and to
understand how they control the atmosphere in the classroom.
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e Need for a "buddy" teacher to talk to and from whom the teacher can
expect help with materisls, planning, etc.

The following are the ways this principal assists new teachers in his
school:

e Discusses classroom management, discipline, establishing rules,
class climate.

e Emphasizes the need for variation in teaching strategies.

® Assigns a "buddy" teacher; one selected on basis nf a) common
subject area, b) philosophic agreement, c) good listening skills.

® Spends time visliting and talking with the new teacher--daily during
the first month, two to three times weekly in remainder of fall,
and on fewer occasions as time goes by.

e If there appears to be real need for improvement, he brings the
department chairnan in to assf-:.

e Attends principal’s mea2tings about New Teacher Program.

The principal feels his involvement in selection of new teachers is
critical in choosing teachers who will have little difficulty in adjusting
to their new roles as teachers in that school. He also said that staff
development activities are continually improving and these services
facilitate the induction process for the new teacher.

The elementary assistant principal interviewed reported that the
school currently has no real beginning teachers; however, two persons are
new‘to full=-time teaching. These two full-time teachers attend the
inservice workshop days which he feels are very valuable, particuiarly to
the beginning teacher’s mental well-being. Again, he pointed out that the
number of candidates applying far exceeds positions available, and that
they have a large pool of highly qualified certified teachers on substitute
lists or working as part-time teachers from which to choose their full-time

contract teachers.
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The principal identified the following problems of new teachers:
® Trying to feel ~onfident in a new role.
o Developing skills in working in a teaching team.

o Developing and improving skills and strategles in discipline
and classroom management. '

He feels the selection process is important in identifying the new
teacher who will best work in this particular school. The candidates
are Iinterviewed by the principal and the team members with whem they would
teach.

Help is available to the beginning teacher from the team leader, the
area resource teacher, and the special education consultant. Either the
principal or the teacher may request services from the latter two persons.

Beginning Teachers

' e term, beginning teachers, may be misleading in this case study:
that is, one should not assume this is the teacher’s first post-graduate
teaching experience. Jefferson county hires many new contract teachers
from their substitute list. It is also possibie, though rare, for s
teacher with previous experience to be recruited from outside the district.
This would more than likely only occur in filling secondary positions with
few candidates applying; e.g., in science or mathematics. Any teacher
newly assigned as & contract teacher is cclled & new or beginning teacher,
and the inservice training described in the study is required for them.

Two "new' high school and four elementary school teathers were inter-~
viewed Lo gather data about the beginning teacher’s parceptions of their
problems and the ways in which the inservice program addresses these
problems and needs. All but one of the teachers had been substitute

teachers in the district. They saw as the problems of beginning-teachers:

18y
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Needing help with discipline--setting and keeping the rules

Needing assistance in finding available matorials; selecting and

ordering new materials

Needing administrative support, especially with student related
problems

Needing to know how to use sudio visual equipment
No help from other teachers at the same grade level
Feeling overwhelmed with the "burden of the complex curriculum"

Needing to know whst was going on in the school e.g., times of
staff meetings

Not knowing about the many services offered by the distri-t
Feeling uncomfortable about not knowing other teachers

Difficulty in having philosophy and ideas accepted by other
teachers

Trying to work effectivel? despite "track rivalry” attitudes

of other teachers

Too many classroom interruptions

Difficulties evaluating students progress

Needing assistance in knowing how to involve parents

Needing suggestions in how to work with administration’and
teacher aldes.

When asked what would help the beginning teacher:

Provide more imservice curriculum workshqps prior to teaching.
More inservice days conzi;uing throughout the year.

There should be more follow-up in schooi on the curriculum.
Make sure a directory of serviies is made avallable to all new
teachers.

Descridbe what the school syétem has to offer: suggest persors
to talk to for different kinds of help. :

Set up a day to bring i{n resource people for teacher requests
for assistance.

15u
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e Someone at school br. responsible for helping the new person know
what is available. where things are, and procedures for getting
and using them.

¢ Provide emotional and instructional support by being assigned a
"buddy teacher.” Apparently this did not happen in all cases.

e School administrative staff make a concerned effort to be helpful
and supportive of the beginning teacher.

e Dffer suggestions to deginning teachers on organization and classroom
management; e.g., establishing rules.

SUMMARY

The interview team is very appreciative of the time and careful
planning the Staff Academy afforded them theuopportunity to investigate
a plammed inservice program for beginning teachers by a large public
school systen.

The inservice progran for new teachers deals primarily with the

teaching or implementation of highly developed prescribed curricula in the

‘basic skills and in science education. The emphasis on pupil achievement

of objectives requires special assistance for new teachers in diagnosing
children’s -»ility and l-vel of achievement, planning, organizing, and
implementing instruction, evaluating and keeping careful records.

Everyone agrees that the inservice program 1s relevant and very useful
to new teachers. The most frequent request was for more of the sane.
Teachers also requested workshcps that related to the problems beginning
teachers encounter with children, parents, a?d administration, as well
as with teaching the curricula.

The Staff Academy provides an amazing array of services to the person-
nel of the district. A descriptioﬁ of the twelve functions of the academy

is included at the end of this report as {8 their operational plan for 1979-80.
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Also included are teachers’ comments about the basic skills inservice and
follow-up inser “ce workshops discussed above.

The magic . this program -- besides that provided by the creative
and dedicafted stsff -~ appears to be commitment of the community and the
Jeffco educators to the education of their teachers and their students
their way. The environment created by that commitment is one in which

uality education is flourishing by both Jeffco teachers and their students.
q
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TRE STAFF DEVELOPMENT ACADEMY OF JEFFERSON COUNTY SCHOOLS

District R-1
Lakewood, Colorado

The Staff Development Academy is a department within the Division of Instructional
Services organized vo serve the staff development needs of district personnel,
staffed by a coordinator and a teacher on special assignment who report to the
Executive Director of Staff Development. The Staff Academy serves the identified
needs of the district's 4,600 certificated staff and some classified personmel
through the following twelve functions:

1. To detemmine staff development needs through a variety of data collection
procedures.

2. To provide planning and resource support for district progrim offices in
curriculum development, curriculum implementation and instructional im-
provement.

3. To provide general personal and professional growth programs.

A. To provide staff development programs which meet individual staff needs
at the area, building and department level,

5. To provide administrator staff development programs at the area, central
office and district-wide levels.

6. To assist professicnal¥$ssoc1ations in developing and providing staff
development programs for their members.

7. To identify resource people, instructors, consultants and materials for
use in staff development programs.

8. To assist in program development in target areas identified by board ob-
jectives, state and federal mandated programs.

S. To. supervise cooperatfng teachers, student teacher and intern programs.

10. To work collaboratively with other institutions and agencies to develop
a research base and new programs for staff development.

11. To administer staff development budget, policies and procedures, and the
awarding of inservice credit.

12. To evaluate staff development programs, personnel and materials.
These twelve functional areas were defined by the staff from experiences gaineé
in the first two years (1974-76) of operation of the Staff Academy and have con-
tinued to serve ar categories within which to define the scope of work.
Jefferson County Public Schools is a large, 790 square mile, suburban school
district including the metropolitan area west of Denver, Colorado. The student
population in 1979 was 82,000 students housed in 75 elementary schools, 20 junior
high schools, 12 high schools, 1 vocational-technical high school and organized

[
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{nto four areas. Each area includes the schools in three high school
attendance areas and is administered by an ares superintendent. Four of the high

school articulation aress are on year-tound school (the Cemcept 6 Plan) which ac-
counts for approximately 33% of the students and teachers in the district. The
official professional association is the Jefferson County Education Association,
an NEA affiliata, and there is a Jefferson County Administrators' Association
which is not affiliated with state or national groups at this time.

The graduate credit course needs and advanced degree needs of the school personnel
are ;-imarily served by three state-supported universities with colleges of educa-
tion and one private university with a school of education. These institutionms,
along with four other undergraduate degree-granting institutions, place approximately
four hundred student teachers a year in the classrooms of the Jefferson County

Public S;hools.

Specifié.activities for each of the twelve functional areas will serve to i1l-
lustrste the breadth of services provided by the Jefferson County Schools Staff

Development Academy.

1. To determine the staff development needs through a variety of data
collection procedures.

. Gather general professional growth interest areas through a district-wide
assessment instrument given to a random sample of district professionals.

. Work closely with curriculum development units within the district to
determine the type of inservice programs necessary to support curriculum

implementation and maintenance.

., Stay abreast of research findings which would indicate skill areas which
yield the greatest probable impact with students.

. Review local, state and federal mandated programs for possible consequences
related to staff development.

. Conduct school climate inventories to provide data for school level de-
cision-making cn staff development priorities.

. Conduct specially designed needs assessment activities’with specified
groups upon request.

I1. To provide planning and resource support for district program offices in
curriculum Cevelopment, curriculum implementation and instructional im-
provement,

. Work with curriculum departments during pilot and field test phases of
curriculum development to determine specific inservice prografis which
will be required for initiation and follow-through on curriculum imple-
mentaticn.

. Developed and coordinated new teacher inservice. For elementary teachers
inservice covered all 3 basic skill areas, secondary teachers work with
master teacher and curriculum coordinators.

2
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. Provide staff development activities for curriculum developers related
to current research in both content and pedagogy.

. Assist curriculum department personnel to utilize conceptusl frameworks
» such as the Concerns Based Adoption Model* in developing their implementa-

tion plans.

. Serve as liaison with institutions of higher education in developing and
providing support programe related to curriculum efforts. ‘

- . Coordinate ongoing, follow-up, school-based curriculum improvement pro-
jects with curriculum departments and schools.

. Manage the Priority Inservice process which identifies certain inservice
programs as high priority for staff participation.

- II1I. To provide general‘persona1 and professional growth programs

. Request off-campus courses from institutions of higher education identi-
fied through district-wide professional growth interest surveys.

. Work collaboratively with institutions of higher education in designing
) cff~campus master's degree programs for identified training areas.

. Utilize identified resource people to plan and conduct special courses/
workshops designed to meet established needs. (These courses generally
carry district inservice credit.)

L . Provide courses/workshops which provide school personnel with current
research-based findings in the area of teacher and adm.nistrator effective-
ness. '

. Provide personal growth opportunitiesgwhich relate to the education pro-
fession.

. Provide imservice and college credit courses which meet the needs as
~tated in individual professional growth plans for state recertification
requirements.

. Train and coordinate the use of observation analysis teams for improvement
of instruction.

IV. To provide staff development programs which meet individual staff needs
at the area, building and department level.

. Faecilitate school level problem identification and solution strategies
planning.

. Support teachers and administrators in developing inservice activities
designed for the building staff.

. Set up imstructional improvement workshops based on specific identified
needs in curriculum areas. These may be building, &res or district-level
courses/workshops.

*Developed by the Procedures for Adopting Educationa: Innovations project at the
University of Texas Research and Development Center, Austin, Texas.
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. Facilitate articulstion meetings between elementary, junior and senior
high school staffs. .

V. To provide administrator staff development programs at the area, central
office and district-wide levels.

. Major objectives of comprehensive administrative renewal plan:

. Continue to provide for a flexible program of inservice opportunities
based on the expressed needs and interests of individual administrators
and administrator groups.

. Enhance the opportunities for all administrators to grow, maintain
enthusiasm and creativity, and acileve a sense of self-fulfillment.

. Develnp a system for preparing and using individual professional de-
velopment plans.

. Organize leadership development inservice programs which provide
training and internship opportunities for persomns desiring position
change. -

. Identify the knowledge and skill expectations for all district adminj-
strators which are best planned and implemented on a district-wide
basis and provide related inservice program=.

. Provide for the recertification and advanced degree needs of the district
administrative staff.

VI. To assist professional associations in developing and providing staff
development programs for their members.

. Serve in a liaison and support role to the Instr: ional Professional
Development Committee of the local teachers' association. (This committee
{s composed ot a cadre of teachers and counselors who have training in
the area of facilitation, inservice planning and observation analysis.)

. Work with Instructional Professional Development Committee members who are
providing leadership within school settings for staff development.

. Provide training for the teacher association's building level faculty
representatives to support their role in staff development.

. Work with secretaries and clerical worker’s organizatioms to develop
professional growth plans for the members and establish inservice courses
and workshops.

. Work with the administrator's association to help plan and implement

staff development activities relared to administrative needs as seen
through the professional organization. (This ties closely with Function 5)
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ViI. To identify resource people, instructors, consultants and materials for
use in staff development programs.

. Identify consultants and resource people from outside the district who
have skills and expertise which may be used by district groups and
individuals.

. Identify in-district resource people as a talent bank which can be drawn
upon as needs arise,

. Assist in the selection and coordinate the training of inservice leaders
for identified projects.

. 1dentify and acqui-e resource materials related to staff development
topics.

. Organize and provide media equipment in support of staf{ development
activities.

VIII. To assist in program development in target areas identified by board ob-
jectives, state and federal mandated programs.

. Provide seminars and workshops to introduce decision makers and program
developers to new state and federal mandates.

. Provide seminars and workshops for curriculum development persornnel to
bring them up to date on developments 1.4 target sreas.

. Help to develop district-wide dissemination activities related to identi-
fied targets.

. Develop inservice programs in response to Board of Education and Superin-
tendent of Schools Operational Objectives as part of the Priority Inservice

process.
IX. To supervise cooperating teachers, student teachers and intern programs.

. Coordinate the placement of student teachers by Jeveloping a cocperating
teacher 1ist of approved supervising teachers through teacher applications
and support of principals.

. Supervise the accounting of student teachers and interns in the district
to ensure workman's compensation insurance coverage while on duty.

. Provide training programs for cooperating teachers in the area of clinical
supervision.

. Conduct district level inservice activities for student teachers related to
district services, personnel office topics etc.

X. To work collaboratively with other institutions and agencies to develop
a research base and new programs for staff development.

. Work with other school districts on collaborative staff development

projects and in sharing ideas and resources to be used for staff
development within the district.
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. Share knowledge end ideas on teacher training with institutions of higher
education.

. Develop and pilot test a district/college articulated program for new
teachers.

. Work collaboratively with research and deve)opment centers botk in
providing field sites for research fao education and staff development
and in helping to guide the research efforts.

. Work with a varfety of professionai associations both in leadership and
participant capacities related to issues in staf: development.

XI. To administer staff development budget, policies and procedures, and the
awarding of inservice credit.

. Develop district budget for staff development by coordinating budget
requests from all facets of the district through which staff development
activities are provided.

. Approve planning forms for staff development activities which require use
of allocated budget resources.

. Approve planning forms for local inservice credit and submit to the
State Department of Education for recertification credit approval.

. Provide recordkeeping for all inservice and recertificatlon credit awarded
tc individual staff participants.

. Monitor prior approval for individual participation in both inservice
and college credit courses where credit is applied for salary advencement
approval, the principal or immediate supervisor being the approving
agent.

. Provide communication to all personnel regarding availability of staff
development activities both for credit and non-credit.

. Schedule and otherwise administer the use of 18 meeting rooms in the
district's central office and north staff academy

. Provide periodical reporting to top-level administration on activities of
the staff development office and make recommendations regarding related
policies and procedures. '

X11. To evaluate staff development programs, personnel and materials.

. Conduct end-of-course participant feedback on all courses offered for
credit and many workshops offered for non-credit.

. Report evaluation findings to the State Department of Education when
recertification credit inservices are imvolved.

. Give feedback to imstructors for possible changes if courses are to be
offered again.
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T

. Conduct evalustion of effectiveness of certain staff development efforts,
especially when related to target activities and priority inservice.

. Use the district's Management By Cbjectives to evaluate staff development
staff. '

For further information contact the Staff Academy, Jefferson County Schools,
1209 Quail St., Lakewood, Colorado 8&0215. Phone: (303) 231-2391
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Jim Metzdorf Coordinater, Staff Academy

n Susan Schiff Inservice Resource Teacher
2.0

‘October, 1979
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Responsibility Key: JM - Jim Metzdorf
RH - Roice Horning

> SS - Sue Schiff
TARGET ,
FUNCTIONS ACTIVITIES DATE, RESP, . ROTES
I. NEEDS ASSESSMENT
.}
A. Certificated :
V. Teachers a. Random sample survey of staff for inser-
vice/college course planning purposes 11/80 $S
b. Probationary teachers - 2nd and 3rd year 1/80 $S
2. Administrators a. Kew administrators 1/80 JN
3. Ared a. By request of area adwinistrator grougs ongoing JH
4. School Staffs a. Uttlfze the pflot tested school-based ongoing | SS/JN
needs sssessments instrument with an
emphasis on school climate
b. Pilot the use of CDE mini-audit process 12/79 JWIPD
5. Individuals a. Conference on request ongoing | SS/JM
B. Classified \/
1. Classified a. Survey of staff by group as appropriate ongoing SS w/
‘Employees (non- forgeneral inservice planning purposes Classified
administrative) Personnel
‘ Coord.
2. Admiunistrators 8. Utilize a respresentative task fYorce for ongoing | SDA w/
inservice planning Staff Rel.
3. Job-alike a. By request of group or administrator in ongoing |{SS wIClass{-
groups charge ‘ fied Pers.
- 4§, Individuals 8. Conference on request ongoing
“T13"~ates number of tha.19Y9 Board of Education Operational Objective(s)

) 201



FUNCTIONS

ACTIVITIES

DATE

RESP.

WTES

-SLCURRICULUN IMPLEMENTATION
SUPPOR

7
R, Supporting implementa-
tion of curriculum
through the management
stage of concern and
the mechanical level
of use

*Indicates nusber of the 1979 Board of Education Operationa) Objective(s)

b.

Ce

d.
e.

f.

h.

f.

J.
k.

1.

Assist coordfnator and school staffs in
recognizing the developmental nature of
the implementation process

Assist central and school administrators
in planning appropriate inservice inter-
vention strategies for implementing
curriculum based on needs assessment

In collaboration with Texas R&D Center:

1. Engage in data collection and
analysis of Stages of Concern snd
Levels of Use a; appropriate

2. Share in the deveiopment of an in-
tervention taxonomy.

Assist Science department in disseminating
implementation guides for principals

Assict Language Arts department in
implementing composition inservice K-72

Assist Environmental Ed and Social Stua.
offices 1n implementation of New Mocca-
sins unit

Assist staff in systematic planning of
priority inservice in order to achieve
district objectives

fvaluate 1979-80 inservice for new tes-
chers--recommend revisions and coor-
dinate with other Directors

Plan and {mplement inservice for new
teachers for 1980-8}

Support inservice for field test of the
Primary Integrated Curriculum program
Provide assistance and planning support
o the special education inservice pro-
ject on wainstreaming

Develop a priority inservice progras
for the Senipr High Social Studies
course revisions

PARY”

Ongoing

Ongoing

Ongoing

Ongoing
Ongoing
Ongoing

12/80

3/80

6/80
Ongoing
Ongoing

5/80

Al

SS/JM

JH/SS

Al

S5/RH

$S

RH/ N

SS




FUNCTIONS

ACTIVITIES

TARGEY
DATE

RESP.

NOVES

- CURRICIRUN IMPLEMENTATION
T - contin

d

8. Supporting lmplemen-
tation of curricuium
from the {mpact stage
‘of concern and froa
the routine Jevel of
use

*

a,

In collaboration with the Texas Research

and Development Center

"

Deterwine uses of data gathered in
science in developing foilow-up im-

plementation plans for study schools

Coordinate an interdisciplinary impact
jevel inservice program in cooperation
with Instructional Services Division
staff {Seminar Yask Force)

I.

2.

3.

4.

Examinatfon of thz BASICS program
for use in Jeffco (thinking skills)

Extending the appiication of the
Learning Together and Alone work-
shop activ.ties

Use of the Professional Development
Program developed by Madeline
Nunter et al and as presented by
Kay Hachton s

Uti1ize the findings of the
California BVES

txamine Models of Teaching by
Joyce as basis for Jdentifying

generic teaching approaches.

Q
- ,EMCates numher of the Boqrd of Education Operational Objective

Full Tt Provided by ERIC.

Ongoing

Ongoing

203
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FUNCTIONS ACTIVITIES DATE RESP. NOTES
€. Curriculum Supportive a. Develop course offerings 1n cooperation Ongoing JN/SS
Off-campus and Inser- #1tN subfect ares departments -
vice courses ‘
b. Verify meed and schedule courses sug- Ongoing N
d | gested by colleges and universities '
c. Cocrdinate external degree programs Ongoing | SS/JM
B. Teaching Basic
Skills in all Content/ s. Cooperative with coordinators ano ares Ongoing Al
r2-ponsibility areas staff groups to develop appropriate
fnservice activities |
€. Individual Curriculim &. Review, provide prior apprcval and Ongoind Joe Perito
Projects for Curriculum recommend all personal development /R
Support projects for salary increment/
recartification credit
b. Award credit to district personnel for Ongoing RH
completed projects
F. Building Adeinfstrator ) a. in coliaboration with the Texas R&D Begin 12/79

Role in Curriculim
Inpliementation

Center, collect and analyze data on
butlding administrator affects on -
curriculum implementation

274

[

* Indicates number of ﬂﬁe 1979 Board of Education Operstional Objectinve




TARGET
FUNCTIORS ACTIVITIES DATE RESP, NOTES
I11. General Per 1 3. Review needs assessment data in cooperad Ongoing SS/JM "
and/or Fro?essgonal tion with certificated personnel and
Growth . professional associations
b. Select and recomeend District and non- Ongofing SS
i *1,5 pistrict consultants and resource
A. Self improvement personrel to present inservices and
1. Current Assign- workshops
ment c. Cooperate with administrators, staffs, Ongoing JMN/SS
i 2. Job Change JCEA Cosmittee to meet requests for
3, Personal Growth assistance '
- Need ¢. MNegotiate for off-campus courses to Ongoing | JM/SS
meet specific requests as needed
e. Review, provide prior approval, process Ongoing | Joe Perito
and monftor proposals for personal ex- /RY
perience projects
8. Group Process a. Model and present group process skills .Ongoing All
Skills fn meetings with District administra-
tors and staffs
b. Assist District administrators and Ongoing| JMW/SS
staffs in planning and implementing
relevant acthgities
c. Monitor the external degree program Ongoing} JM/SS
- R with the Univ. of Colorado Denver in
human resource development
€. Current Trends/ a. Research and <ecure saterials and input Ongcing | RH/JW/SS
Research for District personnel rela.ive to sur- ,
facing needs and trends which affect
the District's implementation of its
goals
D. Professional Growth{ a, Provide fnservice and colliege courses Ongoing JM/SS
- Program for YRS appropriate to ine special needs and
Personnel time schedules of Year-Round School
personnel
£. Recertification a. Provide fnservice programs arplicable Ongoing} JW/SS ,
to recertification needs of district
staff and secure Colorado Department
of Education approval )
\) e ] ‘) 4
ERIC dicates number of the 1979 Board of Education Operational Objective £05




FUNCTIORS ACTIVITIES DATE RESP. NOTES

1V. DISTRICT-AREA-SCHOOL
STAFF_DEVELOPMENT

RAnT
*1

A. Area Staff Groups a. Provide planning and strategy support Ongoing JN/SS
for area superinterdents, teachers,
principals and their planning groups
in serving area needs

b. Facilitate developmert of course Ongoing | JW/SS
activities to support sPec_ial needs
¢. Coordinate use of District and non- Ongoing | JW/SS

Distri€t resource persons
8. Schoo! Stsff

1. rntire Staff s. Provide plamning help, strategy sup-. Ongoing All
2. Sudb Group(s) port, and formative evaluation of
staff development activities
b. Facilitate development courses to ~ Ongoing JH

support special nezds
c. Coordinate the use of District and non- Ongoing SS/MN
gistrict resource people
d. Adopt the process for school climate Ongoing Al
improvement using the consultant cadre
mode] validated through & Title IV-C
project on organizational development
(P0o0) and plan for its extension within

the district
C. Substitutes s. Coordinate inservice/college actfvities Ongoing JN
in liaison with Personnel Office
D. Classified Emlom* a._ Assist the Coordinator of Classified Ongoing Al
in the personnei office, classified

administrators and representatives of
classified employee groups in pianning
and {mplementing inservice activities
to meet general and special needs

b. Coordinate.the use of pDistrict and non- Ongoing SS/CE
District resource people .

c. Assist in arranging individual training Ongoing | SS/CE

experiences to meet special needs
* [ndicates mmber of the

1978 Board of Education §perational Objective




FUNCTIONS ACTIVITIES KOTES
V. ADMINISTRATIVE STAFF Yo be identified in collaboration with administrator {nservice
DEVELOPMENT PROGRAMS planning teaw and made an addendum to this operational plan -

207




1w e awg ALISVEIILD DATE KLY, MUILS
¥i. COOPERATION WITH PRD-
FESSTONAL ORGANTZAY 10NS
5T
A 3 A a. Attnd meetings Ongoing | Jan Nelson }Ms .H'IEA co-ltsee :‘:‘lts
« J.C.EA. upport/cooper need Cagol v nservice éarm. Jan Nelson
1. Instructional b. :::1:;:::t .ctttggge, ation fn s " ss,::?,,, serves on the cosmittee and
Professiona) ‘ is the Y{aison with the
Developmen? ¢. Review and approve cooperative funding Ongoing | SS/RH Acadessy.
Cosmittee (1PD) of inservice and other professional
growth activities
d. Secure personnel and materials Ongoing] SS/Jan
' Nelson
2.. Conference and | a. Moritor awarding of monies and buok- Ongoing| Joe Perito
Travel se2ping for 703002 account - JCEA Asst. Supt.
conference account
3. School Climate| a. Assist in planning district-wide school 9/78 JN
climate emphasis
o. Support and follow-up at the building 6/80 JW/SS
level
8. Jefferson County a. Maintain liadson regarding staff de- Ongoing JN
M-inist:'atm's velopment activities for adxinistrators
Assoctation (JCRA) | . o Monttor awarding of monies in adwini- |  Ongotng| O
’ strator's conference and travel ac-
count and «ssist varfous levels in
procedural owmstions
C. Classified School a. Assist in pianning and approve program Ongoing{ SS/RH
Employees Associa- plans and budget requests
tion (CSEA)
t. Approve and award professional growih Ongoing Ril
credft and maintafn records of class
participation
0. Jefferson County a4. Monitor involvement of members fn pro- Ongoing RH

*Indicates number of the 19‘79 Board of Education Operational Objective

Assctiatica of
School Business
Officiatls {JCASBO)

fessfonal growth activities, approve
growth pluns and their compietion,
and msintain records of participants’
activities and reimbursement.

2°3




FUNCTIONS

ACTIVITIES

TARGEY
DATE

RESP.

NOTES

VII. MATERIAL AND HUMAR
gzmw
.5

A. Human
1. District
Personnel

2. Qut-of-District

Consultants

- B. Materials

— P

Q
[MC *Indicates number of N]e 1979 Board of Education Operational Objectivps

IToxt Provided by ERI

C.

Ident1fy and maintaii, a Vist of Distric
personne) whose skills can be used by
individuals and staffs for inservices
and othr professional growth activitie!

Select and train a consultant cadre
using the model validated through a
Title IV-C project on organizational
development (POD), coordinate their use
ldentify second round participants.

Plan and $mplement a training labora-
tory for inservice leaders in senior
high Social Studies and in the Special
Education mainstreaming project

Plan for the development of inservice
leadership for impact level inservice.

Maintain knowledge of out-of-District
consultants whose skills can facilitat
progress toward accomplishing R-1 goal
and assisting in the professional
growth of R- personnel

Serve as & brokcrage and District
Jiaison to secure out-of-Dis~
trict consultants to meet the needs
of R-] personnel and programs

Review current materials and resources
avaflable to faciiitate meeting the
needs of R-1 personnel and programs

Serve as information and materials
brokerage for areas, schools, and
jndfviduals who request assistance
with their professional growth and
{nservice needs

Ongoing

Ongoing

6/80

Ongoing

Ongoing

Ongoing

Ongoing

JN/SS

JH/SS

AN

JK/SS

JM/SS

ANl

JH/SS

A1)

204




TARGET

FUNCTIONS ACTIVITIES DATE RESP. NOTES

T V1. MATERIALS ARD HUMAN

ReSOURCES POOL. FOR

STAFT DEVELOPNENT

- continued
8. HMaterials - . Secure, when possible, the materials Ongoing All
cont inued which will facilitate accomplishing
the goals of R-1 personnel and programs

- d. Monitor the use of the materials and Ongoing JH/SS

resources available through the Staff
Development Academy for use by District

personnel

210




&
v
FURCTIONS " ACTIVITIES mg“ RESP. NOTES
1X. COOPERATIRG a. Monitor student teacher assignwents, Ongoing I
YEACRERS/ STUDENY authorize placement of student tea-
TEKCHEE§§INT€§ES chers and approve varfances from the
approved cooperating teacher list
Quarterly reporting of assignments 77719
from schools. Report of assignments 10/79
to District insurance office for 1/80
worksen’s compensation coverage 4/30 .
b. Prepare and distribute '79 approved 10/79 JN
cooperating teacher list
¢. Plan preservice workshops for stu- i 10/79 Joe Perito
dent teachers 2/80
a « 4/80
6/80

, d. Monitor the approval and awarding of | Ongoing C.Earnhart
' ' CDE recertification credit for
cooperating teacher experience

e. Revise and distribute cooperating Joe Perito
teacher handboak /9N
f, Maintain liaison with colleges and Ongoing JN

universities in planning for pre-
service training

211 \




- FUNCTIONS

ACTIVITIES

TARGET
DATE

RESP.

-

K. OUT-REACH ACTIVITIES

A. £Lolleges and
Universities

B. Other Local
Education Agencies

C. CDE/Regfonal, USOE

€.

€.

b.

d.

Forofith,colleges, nd yniyersities
meetings with UNC leadership to
secure resources for off-campus
courses

Represent the District at college
and unfversity meetings re: teacher
education and staff development

Cooperate in selection of graduate
fnterns to meet special District
needs

Cooperate and consult regardtng
staff development as needed or on
request. ‘Interchange of materials
and ideas

Participate in meetings and activi-
ties in Colorado Staff Development
group headed by £d Brainard of the
North Central Association

Cooperate with Texas Research & De-

veiopment Center staff in conducting
Concerns Based Adoption Model work-

shops upon request -

Coordinate staff development pro-
grams for Individually Guided Educa-
tion (1GE) Jeffco schools with the
Colorado Department of Educaticn
16E Office.

Explore, develop and respond to
other opportunities for cooperation
with the Colorado Department of
Education and the regional U.S.
Office gf Education

Serve on Title iV-C {innovative pro-
Jects) onsite evaluation teams upon
request

Serve on NCA visiting teams upon

request
212

Ongoing

Ongoing
Ongoing

Ongoing
Nonthiy
Ongoing

Ongoing

Ongoing

Ongoing

Ongoing

AV}

KH/7IN

AN

ANl

ATl

JN/SS

ANl

ANl

All

12



FUKCTIONS

ACTIVITIES

TARGET
DATE

RESP,

NOTES

OUT-REACH ACTIVITIES

D. Stiate/National
Professional
Organfzations

£. Other organizations
or Groups

b.

Consider for personal membership and
support activities of Association
for Supervision ~nd Curriculum De-
velopment, Natfonal Staff Development
Councii, American Society of Teacher
Educators, American Society for
Training and Development, Colorado
Association of School Executives
and other related groups

Plan and organfze {a preparation for

Jefferson County hosting the 1979

annual national conference of the

Rational Staff Development Council

%g be held in Vail, October 23-26
79,

Attend seminars, workshops and
similar informal activities in
order to exchange information and
offer consuitation services

Develop and participate in multi-

District programs for meeting
common professional growth needs

213

10/26

tip to
11 days

Ongoing

A

JM

All

AVl

11



FURCYIORS

ALIVIIIRD

unre

KedY,

LTY R0

,
e

1. MANAGEMINT PROCEDURIS
FOll STAFF DEVELOPRENY

P
ER L

A. Operational
Plamning

8. Budget (Plannin
and Supervision?

+ el

€. Intra-District
Communfcation/
Articulation

*Indicates number of the |

4.
b,

C.

c.
d.

e,

f.

a.

b.

Operational DbJeFuve

pevelop and secure approvai for year-

" )y program plan for Staff Development

Review and update Jong-range (3 yeasr)
plans for Staff Development

Conduct periodic reviews of progress
in meeting yearly plan and in
recosmending revisions based on need
Prepare reports of staff development
activities and related issues for
the Assistant Superintendent for
Instructional Services

Secure input for a yearly budget pro-
posal based on needs reflected by
curriculum departments, area super-
{ntendents, teachers, district ad-
ministrators, Staff Developsent
personnel, and professional vrgani-
zations.

Review and refine budgetary proposal
in conference with involved parties
and recosmend yearly budget to
Assistant Superintendent.

Provide supporting documentation and
explanation

Administer expenditure of funds ir
tine with the approved program plan
Maintain accounts of funds allocated
to each separate function and the
associated detoiled expenditure
Provide signature authority and
approve a1l Staff Development pro-
gram account expenditures

Recomwend budgetary transfers in
1ine with program needs

Prepare and distribute a professional
growth booklet two times per year

Prepare, Information for the Messenger
reqarding revisions and addivional
professional growth opportunities

D79 Board of Education

<14

10/79
7/80
Semi-annuall)

On request

3/86

4/80

On request
Ongoing
Ongoing

Ongoing

As necessary

12779
8/80

Ongoing

Z

ANl

All

14



FUNCTIONS

ACTIVITIES

TARGET
DATE

RESP.

NOTES

XI. MANAGEMENT PROCEDURES

FOR

EL

D.

E.

~ continued

Program and Credit
Approval

Academy Scheduling
and Supervision

C.

d.

b,

<.

b.

Screen al) Messenger items relating
to staff development for accuracy,
brevity, and appropriateness.
Respond to inguiries from District
staff and Personne) Office regarding
professional growth courses

Respond to requests for information
concerning course approval for

salary advancement and recertificatiop

Explain staff development options to
school staffs and principal and area
superintendent groups

provide status reports to superin-
tendent and Board of Education
Update the annual report

Cooperate on a regular basis with
division curriculum directors to
achieve a balanced staff gevelopment
and fnstallation process

Plan with District . staff and recom-
mend program plans for approval
Approve program plans for all staff
development activities tnvolving
credit and/or expenditure of
budgeted staff development funds
for classified and certificated
staff .

Approve and award inservice credit
for staff participation im District
{nservice prograss

Schedule and supervise use and main-
tenance of acadewmy space at 1209
Quail, publish weekly calendar and
resolve’ 1ssues

Schedule and administer building
use at the North Staff Academy -

20th and Hoyt 21 15

L

Ongoing
Ongoing
Ongoing
Ongoing
On request

12/78
Ongoing

Ongoing
Ongoing

Ongoing

Ongoing

Ongoing

AN

A

All

2%

SS

JM

oM

16



ACTIVITIES ,

FURCTIONS ;:'}E“ RESP,
1. continued
F. Development, re- 8, Periodically review Board of Educa- Annually KH
vision, and im- tion Qbjectives and include ¢n
plementation of yearly opevational and “B80 plans
policies and
procedures
G. Personnel Manage- 4. Administer personnel policies and Giigoing RH
ment procedures for department and staff
b. The District's MB0 process of Ongoing. | RH/JN
administrator evaluation will be
utilized in the Staff Development
- Office '
€. Secretarial evaluations will be Ongoing | RH/JM

conducted as per District policies

21

16



seling with inservice leacers in
order to improve services

<17

FUNCTIONS ACTIVITIES wgﬂ RESP. NOTES
XI1. EVALUATION:
FORMATIVE AND SUMMATIVE
A. Programs a. Prepare and disseminate an evaluation 2/80 SS
susmary for all inservice credit
courses.
b. Obtain college off-campus evaluation Ongoing JM
data from college courses as needed
c. Use course evaluation data for coun- Ongoing SS/JM

12

ne



194.
N=15

. BASIC SKILLS INSERVICE EVALUATION
ELEMENTRARY TRACK B and C TEACHERS
August 1 and 2, 1979

1 2 3 4 5
Not at all ~ Very much so

e

1. Generally the activities planned for
each day were worthwhile. 6 9

2. The atmosphere of the inservice was
enthusiastic and interesting. | 4 11

3. The instructors were knowledgeable
in the subiect area. 15

4. Material was presented in a manner
to be helpful. _ 3 12

5. The inservice was necessary and worth-
while. | 5 10

6. The inservice has helped prepare you
_to begin (or continue) planning for
your classes. 4 11

7. Material was related to teaching assign-
ment. 3 12

8. ¥deas and questions were solicited and
respected by the-instructor and satis-
factorily answered. 1 14

3
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BASIC SKILLS INSERVICE EVALUATIONS - August 1 and 2 195

READING:

Panel of teachers was very informative, also handouts to clarify
cards (marking, etc.)

1 was able to see how the Wisconsin Design‘Program works. Mike was
great! :

Very helpful in ﬁlanning and grouping
Fun, interesting
It was very helpful having guest teachers explain their programs.

Mike was terrific. I especially enjoyed the 3 guest teachers.
It's always a help to hear other suggestioms.

This session was taught very wei I liked the discussion with the
teachers from the other schools.

Handouts for referral are great. Wealth of information.
Very informative concerning implimenting comprehension, study skills
Sharing ideas most useful.

Very thorough job in the overview of the reading programs. Extremely
helpful.

Super!

Helpful in terms of proper recordkeeping.

MATH:

Very informative. Heather was very well prepared.

Heather made math very clear

Very helpful in understanding Stamm and also grouping successfully
in math

Excellent - very helpful and thorough, included everything

Very thorough

I found I really needed this information in December more than the
other subjects. Heather was helpful for my structure in the classroom

It was very beneficial to see how the total math program finally
works

- 218



196.

BASIC SKILLS INSERVICE EVALUATIONS

MATH {Continued) : | el

A gcod intro to use of Stamm program and the completeness of the
Teacher's Guide. Lots of things in there I didn't know about.

Good to know what is required and how to properly mark cards.

Clarify organization of class structure. Need: computer help and
grading .

Véky helpful overview on the county math program

[ VN

Helpful in terms of proper recordkeeping. Also, specific ideas
for lesson plans very helpful,

LANGUAGE ARTS

]

Clarified a lot of misconceptions on word lists and skills to be
taught :

Cary helped explain language arts and spelling. "I really enjoyed
this inservice

- Cleared up confusion on guide, materials available and spelling
- A very thorough introduction. Helped immensely.

- Extremely helpful in showing how the students can mark their own
cards.

- Cary was so helpful with the L.A. portion. As 3 new member to &
school, it's extremely hard to find information to use, unless you
know what to look for, and, what is available.

- This was a most informative session. A great deal was covered
efficiently in & short amount of time.

- Spelling was especially helpful.

GENERAL COMMENTS:

- Please do this at the beginning of assignment. It would have
greatly nelped.

- I needed this in December because I had no idea how to approach
teaching these matezials.

- I wish I could have had this inservice last December when I first
started teaciing on a limited contract.

ERIC 220




197.
BASIC SKILLS INSERVICE EVALUATIONS
GENERAL COMMENTS (continued)

- All 3 teachers were very amiable and extremely willing to help

- So much was presented in two days that I hope I remember all of it.
I'm glad we're having a follow-up in Septenmber.

- 1 though the inservice was fantastic for a new employee to the
district. I only wish I could have been involved with this same
inservice in December when I started my limited contract,

- Very worthwhile.

- Some sort of information concerning both the science and social
studies curricula would be helpful, especially involving preparation
to teach both.

- Great help in organizing

- Perhaps should have inservices on science, social studies and other
subjects. '

- I would prefer to go over materials at the inservice that are
relevant to the cause - but I tend to not have time to read other
things so help me by limiting the materials to only essentials.

- 1 would like to have enough time for the presentors to give us
more practical, getting started ideas. We seem to run a little
short.

- 1 really feel that these inservice sessions should be scheduled at
least 2 or 3 times for teachers put into positions at different
times of the year. Would have been helpful for me last year. Also,
what about inservices for science and social studies?

- I felt that each session was very bemeficial. I learned many useful
things in each one. Althcugh I felt very resentful when I first
learned about having to attend these two days (and miss 2 important
end of term days) I feel now that it was worthwhile.




N=14

198. BASIC SKILLS FOLLOW-UP INSERVICE

PARTICIPANT EVALUATION SUMMARY
Track B and C Teachers
September 11, 1979

] 2 3 & 5
Not at all Very much so

1. The instructors tried to deal with the concerns of
the group. 1 13

2. This inservice has provided additional help for me
in teaching the basic skilis curricula. 4 2 8

3. The library media presentation provided useful infor-
mation about materials and services available from
the central office. 2 4 8

4. 1 had the opportunxty to have most of my questions
answered. 4§ 10

READING

. The more information I seem to get the more confused I get about how to organize
the day to cover all the materials. I'm feeling like I need to redo a lot of the
things and ways of put across the curriculum.

Clarification of how far a child should be carried ahead of his grade level.

Very good. The exchange of ideas and help to clarify problems and find sc?utions
was very beneficial.

Gained most from hearing other teachers' comments w/ solutions to scheduling,
grouping, etc.

. Clarification of grade level testing and how far ahead of grade level you should
go.
. Super! It helped me to incorporate all the Wisconsin Skills with the Basal program.
I think we gave Mike more feedback than we received from him.
Most helpful - suggeétions on books for oral reading.
. Added new ideas.
Class management and time scheduling to include all obj.
. Excellent!

Discussion on Developmental Reader levels was most helpful as was the brainstorming
on developing better independent readers.

. It was good to hear that other teachers have the some concerns in skill groupxng
that [ have.

ERIC 222
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MATH
She does such a great job! Heather makes math so easy to teach!

Very helpful. Heather defi.itely helped ciear up trouble spots. It helpe&
to know others have problems.

. Brief; not much more gained than original inservice.
. Helped me set ''n groups successfully.
. I was glad to ... that we would soon be getting the guides.
Good discussion - not 2 lot of new information.
Most helpful - discussing assignment sheets and a general overview of the program.
. Math game ideas were very interesting and gave us all ideas. |
The most helpful ideas in math are those shared and discussed by other teachers.

LANGUAGE ARTS

. Helpful information was given about recording grades on the card.
We Tearned about units being revised and what to expect.
Good. Brief, some new info.

. Helped me understand “card” and how to teach Lang Arts.

It was helpful to hear the other teachers' questions and comments. My questions
were also satisfactorily answered.

It was overwhelming to see all the things that are available.
Was not helpful.

Not very helpful.
Brainstorming on creative writing was very beneficial as was the instruction on

using the material.
. ] wasn't able to attend dut to the Core Inservice.

LIBRARY MEDIA

The general information learned at orientation was valuable...today 1 feel inadequate
and very disorganized.

. The services that the county offers is so impressive. I was totally pireased with
the entire day. It has been a pleasure.

Fantastic to be made aware of all the materials.
TJour of Professional Library was best.
tet me know all the millions of materials available.
. 1t was overwhelming to see all the things that are available.

Most interesting - it was a good opportunity to see some of the resources which
are available to us.

Most helpful - looking at and being made aware of available resources.
. Checked some new things.
The tour was most interesting. It's great to see what is available in Jeffco.
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OTHER COMMENTS
Enjoyed the interaction and support among the staff and other teachers.

I pelieve all of the people involved with these inservices are very knowledgable
and if I run into any problems I would feel welcome to call. That helps!

Many "old" teachers could benefit from similar inservices.

This inservice could have been half as long. All people to go to those which
they feel which are needed.

The teachers are great!

Full Tt Provided by ERIC.



BASIC SKILLS FOLLOW-UP INSERVICE
PARTICIPANT EVALUATION SUMMARY

Special Education
September 11, 1979

1 2 3 4 5
Not at alil very much so
| 1 2 3 4 5

1. The presentations helped me understand the

sequence and levels at which various skills .

are introduced in the curriculum 1 5 1e 6
2. This inservice enabled me to become familiar

with the various methods and materials that

are approved for use. 1 8 14 4
3. The method by which skill mastery is recorded

was explained. 2 6 14 4
4. The discussions which included the instructor,

resource teacher or supervisor were helpful. 1 4 11 7
5. Ideas and questions were solicited and respected

by the instructor and satisfactorily answered. 2 10 °5
6. The inservice was necessary and worthwhile. 1 3 12 11
READING

Well planned. Got a lot out of materials that were presented.

FANTASTIC

Very helpful to see progression of skills snd genmeral info of the progranm
Excelent relation with S/L.

Excellent! This inservice included many helpful suggestions dealing

with curriculum coordination. More time to talk about reading would be

appreciated. ’

. The inservice booklet was hery helpful as there is a lot of information

and having that will be a good reference for the future.

The explanation of the Wisconsin Design was very helpful. Teachers often

}alk openly about it and forget that you might aot know that much about
t.

. Would 1ike to have heard asbout the Delta Remediation progran.

I was given a good basic introduction to the reading program in Jeffco,

I at now more familiar with where to go to find out what & student needs
work on. :

Specifically pertinent to S§L work

Very helpful in being able to relate language to classroom teachers
reading program. .
More material and discussion about secondary level would have been nice-
slmost totally oriented to elementary. .
For a new teacher all of the information was mind-boggling toO begin with.
("bombardment of stimuli*-Marshal McLuhan) and then to have 1o absorb all
the information from the inservices is just too much.
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READING (Continued) ‘ Special Education Follow-up

The overview was helpful. It would have beeﬁfﬁore helpful, however,

to listen to experienced P.C. teachers talk about their programs for

reading. )

.1 feel it would be highly bereficial to have a resource teacher relate
the Jefferson County curriculum to the P.C. curriculum. Also would
have been helpful to include the methods by which skill mastery is
evajuated before it is determined if mastery of a N.A. specific skill
is achieved.

. Felt it to be a good presentation, setting a ressonsble expectation for
usage in special education.

. Very good job in expressing himself.

MATH

. ¥ell planned. Got a lot out of materials that were presented. Good
use of materials and discussion.

. Perhaps could use more time for each area, but it was helpful to hold
this after (traditional) school had started - more relevant.

. Not student oriented.

. General exposure provided a nice background. Presentation was very
clear.

. Excellent relation to S/L objectives also. .

. The entire program presentation was very helpful. Good to become awaTe
of STAMM.

. A good overview and the presentation was adapted to the needs of the
ETOUD . -

. The presentation was interesting, however 1t was the least related 10
speech and language.

. Very well presented by articulate chair person.

. Good overview

. Pretty gocd. Provided information at all Jevels - explained different
mzterials, tests and procedures.

. Horrible - not pertinent to special education.
Not helpful at all. The presenter was uninformed about PC math program
cr P.C.

. 1t was unfortunate that the presentor for math was not more farmiliar
with Special Ed. needs
Disznpcinted that the meth person did not know PC has their cwn maih
cards. They hacd never seen ¢ne.

LINGUAGE 4RTS

Exceillent relation to S/L objeltives & .

The entire Program presentaticn wes very helrful. Perhaps the tying 3D

of reading and lang arts may have help

Geed handout with obiectives.

The speaker Teferred 1o cral languzge cnly, and naver spohke ahoul

writter language. More exposure tc what teachers have to deel with

would have been helpful in the areas of written language anéd litereaiurTe.
. Informatior was meaningful but could have been rresented in a nove

exacting wav.

Swecsficzlly pertinent to S andéd 1 worh.

Very heipful and informative. Exceilent materials tc rvelate languige

to classroon teacher's program.

BEST COPY AVAILAL:




Special Education Follow-up
- 203.

General Comments:

. Good program and very nice attempts to gear this information to our
- specific needs.

. Special Ed personnel have too often been ignored (perhaps by their
choice) as to what regular education programs are all about. We need
to get together and this was an excellent method of doing it. Perhaps
regular ed teachers need to be inserviced on responsibilities of spec.

| ed personnel also?

. Good presentation - tried to gear to the staff's special needs. Thanks.
P £ P

. 1 did not realize that the inservice was to be directed towards elementa:
teachers. 1 did learn a little about what kind of background in special
- ed my younger kids have, but I would rather have had more specific
information for junior high level.

. It seemed that there was a 1ot to cover in too little time. Need STAMM
materials especially STAMM I for special education.

_ _ The instructors were very nice and understanding - good backgrounds.

~ It just seems that teaching becomes the last item - district becomes
more concerned about goals, cards, guides on and on, I hope it evenmns
out because I like the school and the assignment - just don't want

to get burned out.

. Really appreciated the resource teachers' input. Would like to see
a iointly presented "teaming' of BasicSkills, special ed. personnel
in the future training inservices on curriculum.
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EXEMPLARY PROGRAM OVERVIEWS
In this section twenty beginning teacher programs that have been cited
as exemplary by educators interested and involved in programs for beginning
‘teachers are briefly described. The overviews have been organized into
five sections according to the type of institution sponsoring the programs:
1) university, 2) school diéttict, 3) state agency, 4) consortium, or
5) the federal government (Teacher Corps Projects). The sectioms, or

models, and the sponsors, of exemplary programs are as follows:

UNIVERSITY MODELS SCHOOL D1STRICT MODELS

Allegheny College Houston Independent School District
Claremont Graduate School Irvine School District

College of ﬁotre Dame Lincoln Public Schools

Glassboro State College New Orleans Public Schools

Indiana University

Michigan State University STATEWIDE MODEL

Northwest Nazarene College Georgia Department of Education
Seattle Pacific University

University of California, Los Angeles TEACHER CORPS MODELS
University of Northerm Colorado Stanford University

University of Southern California Western Washington Unilversity

CONSORTI! MODELS

U. of Arizona=-Tucson, Arizona State U.

University of Wisconsin-Whitewater

228
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UNIVERSITY MODELS

Five Year Program in Teacher Education

Sponsoring Institution: Allegheny College

Address: Box 23, Education Dept., North Main
Meadville, PA 16335

Telephone: (814) 724-3100

Director: Robert Schell

Cooperating Agencies: Cleveland area schools

Level: Elementary and Secondary

Prerequisites: B.A., distribution requirements, and
selected required courses

Funding Sources: Private Institution

Nurber of Particlpants: 13

Relevant Legisiation: Program approval process

t

Special Focus: Comcern with preparing teachers to work
in both urban and rural settings.

b e

The Five Year Program in Teacher Education at Allegheny Cecllege leads
to a Master of Arts in Education degree. The program is open to qualified
graduates who have completed their undergraduate studles and have their
initial teaching certification. Candidates may seek and obtain a teaching
position in a public school on their own; alternatively, the College
places them in a nonpaying assignument.

The paid assignment is for a full academic year of teaching uncer
contract. Additicnally, the College cooperates with the staff of the
school involved in providing supervision for the beginning teacher. The
nonpaying assignment requires a full term of supervised work directly
related to attalning desired competencies.

All graduate work done during the fifth year applies toward permanent
cervification in Pennsylvania. The program was developed for the purposes
of blending theory and practice, for providing maximum, rather than minimun
competencies, and for providing an urban-based program for metropolitan and
rural areas.

The program has been evaluated through follow-up studies of graduates,
analysis of self concept and attitude changes, student evaluations, and
public schooi feedback. :

"~
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Teacher Education Internship Program

Sponsoring Institution:

Address:

Telephone:

Director:

Cooperating Agencies:

Level:

Prereguisites:
Funding Sources:

Number of Participants:

Relevant Legislstion:

Claremont Gradusate School

Harper 18, Claremont Graduate School
Claremont, CA 91711

{714) 621-8000

Dr. Dennis S. Tierney

Local cooperating school districts

Multiple and single subject credential levels
(elementarv and secondary) '
Same as other MA programs plus interview
Standard for independent institution

1979-80, 35 interns

Education code sections known as Ryan Act,
especially those sections referring to
multiple and single subject credentiasl
programs that utilize the intern model.

Other sections of Education, Civil, and
Criminal Code as appropriate.

e

. Special Focus:

Individualized program ewmphasizing the
transfer of theory into practice.

The Claremont Graduate School Teacher Education Internship Program
offers teacher preparation at the graduate levei with an emphasis on &
close integration of theory and practice. The program is highly indi-
vidualized, and offers strong supervisory support for the intern during

the teaching year.

The pre~internship curriculum is directive and is responsive to
recent State of Californie mandates, including mainstreaming, reading
instruction for all credential candidates and substance sbuse instructiom.

The program prepares candidates for the Multiple Subject Credential
(Elementarv) as well as Single Subject Credential (Secondary). One of the
obijectives of the program is to professionally prepare a smnall group of
teacher-leaders sble to respond effectively to the changing demands of &

culturally diverse society.

The program has not been formally evaluated in recent years. Informal

Y. S J:nfu:nta
- “,

indicators of success, however, have included reporis fiom schosl distr:
comments from graduates and the continued ability of gradusting intern
teachers to secure paid tesching positioms.
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Intern Program )
j.
Sponsoring Institution: College of Notre Dame
Address: Relmont, CA 94002
Telsphone: (415) 593-1601
Director: Sister Emile Zenner
Coopersting Agencies: Local school distticts*
. Level: ‘ Secondary
Prerequisites: B.A., approved scademic major, previous
f 4 experience with children, CA intern
4 certification
‘ Funding Sources: No external support
Numbeér of Participants: i4
Relevant Legislation: Ryan legislation mandates

Special Focus: Interagency cooperation with three~yesr !
follow-up of the teachers. N

The Intern Program of the College of Notre Dame is geared to students
who possess & B.A. degree in education or liberal arts and have had
previous experience with children. The student also must have a California
intern certificate.

Interns are reguired to attend classes and seminsrs during the school
vear as well as two summer sessions. They are hired as full-time teachers
in urban areas surrounding the college. There is close cooperation among
the school district, onsite personnel and the college supervisors to
provide assistance to the new teschers during their first year.

Effectiveness is measured by a competency rating sheet completed at
the end of the first and third year of teaching by the school principal.
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Experientisl Preservice/Inservice Continuum (EPIC)

Sponsoring Ipstitution: Glassboro State College
Address: Division of Professional Studies,

Classbore State College, Glassboro, NJ 08028

" Telephone: (609) 445-7318
Director: Dr. Edward H. White, Jr.
Cooperating Agencies: Nore '
Level: K=12 :
Prerequisites: | 4-year program with 5th year intermship
Funding Sources: State Department of Higher Education
Number of Participants: Present: 60, Projected: 120
Relevant Legislation: Nomne

: Special Focus: Fmphasis on clinical experience, mainstreaming,
- basic skills instruction and integrated pre-
service and inservice training.

|
'
'
J

The Experiential Preservice/Inservice Continuum (EPIC) program at
Glassboro State College in New Jersey offers a supervised fifth-year
residency plan for elementary and secondary level teachers.

Students enter the progrsm as freshmen and take classes in generasl
studies, area{s) of academic specialization, and professional study during
their four undergraduate years. In the fifth year, they participate in a
supervised residency program as full time salaried professional teachers.
Developed in response to a request by the New Jersey Department of Higher
Education, the EPIC program gives its students an intensified school~-based
experience and encourages continuous professional growth based on the
individual needs of the studer”. Emphasis is given to field-based clinical
experience, basic skills imst-asciion, mainstreaming, and an integrated
preservice and inservice expe. .ence.

Though there is regular examination of achievement with comparison
to national norms, the program was begun this year &nd s formal first vear
evaluation has not been und_rtaken yet.

2372
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Alternative Schools Teacher Educstion Program (ASTEP)

Sponsoring Institution: Indiana University

Address: 337 School of Ed., IU-Bloomington, IN 47405

Telephone: (812) 337-3798 ‘

Director: Tom Gregory

Cooperating Agencies: Numerous school districts across the country

Level: Early childhood - 12th grade

Prerecuisites: B.A., &cceptance into graduate school and ASTEP;
most have regular certificate

Funding Sources: No external support

Number of Participants: 30 - 50 per year

Relevant Legislation: None

r
. Special Focus: Alternative schools in public education,

i

The Indiana University's Alternative Schools Teacher Education
Program (ASTEP) is designed to train teachers for alternative public school
education. It also attempts to provide technical assistance to alternative
schools throughout the country, and to stimulate intellectual exchange in
the alternative school setting.

The program requires that the intern spends & full scademic year
teaching in an alternative public school. This can be in any state across
the nation. Fach intern is paid a salary by the school that is approxi-
matelv half that of & bepinning teacher at that school.

Students attend two summer sessions at the university and earn up to
18 hours of graduate credit for the internship towsrds a Master's Degree in
elementary or secondary education. In keeping with the philoscpKy of the
alternative school, the program offers considersble individuallzation
within the universicv's requirements.

Supervision is handled primarily by school perso ut the university
staff stays in contact with the school involved throughout the year. It
should be noted that the program was awarded the Distinguished Achievement
Award in 1975 by the American Association of Colleges for Teacher '
Education.
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Elementary Intern Program (EIP)

Sponsoring Institution: Michigan State University

Address: . Esst Lansing, MI 48824

Telephone: (517) 355-6680

Director: Dr. Leland Dean

Cocperating Agencies: Eight school districts

Level: Elementary

Prerequisites: Interview before examining committee
Funding Sources: Sel f-supporting

Number of Participants: 50 per year

Relevant Legislation: Frogram participants are granted special

teaching certificates during internship year

Special Focus: Accelerated work-study program.

The Flementary Intern Program (EIP) of Michigan State University, one
of the oldest teacher training programs in the country, has been operating
for 18 year-. It was developed in order to provide: 1) a gradual intro-
Guction to full professional respomsibilities, 2) a closer relationship
between theory and practice and 3) an opportunity for students toc earn

while learning.

The FIP condenses teacher preparation and internship from five to four
calendar years. The fourth year student (intern) is awarded & "special"
certificate to teach. The program emphasizes preservice classroom prepara-
tion during the first two years (60 credits), and gradually introduces the
intern into the classroom, sc that by the senior year (4th year), the whole
year is spent teaching.

The overall objective of the EIP is to best prepare the student for
teaching, maintaining the attitude that learning does not stop once
certification is granted; professionalism is stressed. To that end,
practitioners (intern comsultants who act as models) as well as university
level instructors contribute to the education of interns. The program is

highly individualized and supportive.

The program is self-supporting, with school districts paying interns
while thev are enrolled in the university. Eight school districts cooperate
with the program. 4 '
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First Year Intern Cooperative Graduate Program

Sponsoring Institution: Northwest Nazarene College
Address: Nampa, ID 83651

Telephcne: (208) 467-8250

Director: Dr. Wesche

Cocperating Agencies: Three school districts

Level: Elementary

Precrequisites: A.B. and teaching certificate
Funding Sources: Participants

Number of Participants: 12 per year

Relevant Legislation: None

; Special Focus: Analysis of classroom imstruction and

; feedback on teaching process. g

The First Year Intern Cooperative Graduate Program at Northwest
Nazarene College was originally cifered as a senior yeai program but
it was changed to the first year of teaching when it became evident
that seniors were not ready for total classroom responsibility.

Program objectives include: 1) increasing the professional skills of
the beginning teacher, and 2) prcviding the support needed to help insure
a successful first year.

The program is characterized as being highly individualized; 1t
stresses intern interaction with master teachers, college supervisors, and
other interns. It alsoc provides opportunities for analysis and feedback to
the beginning teacher.

While the interns take no coursework during their year in the progranm,
they are participants in weekly seminars that focus on their own problems
and experiences. Currently, the program is functioning in three school
districts, im both urban and suburban settings.

The program has been judged effective based on a compa-ison between
previous interns and other beginning teachers not participating in the
program. It was found that 85% of the program participants continue in
the profession for three years or more against & national average of about
50 percent.
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Initial Teacher Certification Program

Sponsoring Institution: Seattle Pacific University

Address: 3rd & Nickersom, Seattle, WA 9811¢
Telephone: (206) 281-2000

Director: Dr. Max Jerman

Coopersting Agencies: None

Level: Elementary and secondary
Prerequisites: Initiasl 2.7 G.P.A., basic tests of

English and math, B.A. with 39 credits of
education, Phase I and Phase II internship

Funding Sources: Tuition only
Number of Participants: 125-150 per academic year
Relevant Legislation: Initial and continuing level certificates as

required under the Washington State 1978
standards WAC 180-76-045 and WAC 180-79-06

Special Focus: Providing supervised teaching experience
during the early stages of the undergraduate

program.

Seattle Pacific Universitv offers programs for initial and continuing
teacher certification in both elementary and secondary education. Applicants
are reauired to have a B.A. degree. The purpose of the program is to serve
the University's teacher education graduates by providing inservice training
during their first year of teaching.

The program actually begins in the sophomore year. At this time,
participants take the required educational foundation courses and are
placed into a school laboratory experience in order to get daily contact
with the schools. Based on the ITIP (Instructional Theory into Practice)
mode!l developed by Madelyn Hunter at UCLA, the program requires that
interns take 45 quarter hour credits in addition to lab experiences and

practicums.

To provide for consistent supervision of lab, practicum, and internship
experience, each participant is visited once a week during the internship
by his or her university supervisor.
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Team L

Sponsoring Institution: University of Californis, Los Angeles

Address: School of Education, UCLA, Los Angeles, CA 90024
Telephone: (213) 825-1157

Director: Madeline Kunter

Cooperating Agencies: Los Angeles public schools

Level: Elementary and preschoeol

Prerecuisites: B.A., admission to the Graduate School of Ed., UCLA
Funding Sources: State legislature

Number of Participants: 30 to 40

Relevant Legislation: State mandates for teaching credential

; Special Focus: Helping teacher see the relationship between
‘ teaching processes and student learning.

A

This program is offered to candidates seeking a Multiple Subject
Credential (Elementary) who have a B.A. in an &scademic program, and who
cualify for admission to UCLA's Graduate School of Education.

It strives to develop the art and science of instruction in the
student teacher during three semesters of university work which include
two ten-week student teaching sessions.

Through university coursework interns become proficient in the use of
the Teacher Appraisal Instructional Improvement Instrument (TAIII) which
has been developed to make successful learning predictable and successful
teaching explainable. The program also provides extensive background in
psvchology.

The student teaching experience is described as very well supervised.
Placement occurs in two different locations: one is a nongraded laboratory
school and the other is a minoritv public school. In both student teaching
assignments, diagnostic and prescriptive individuaslized instruction is
utilized and constant feedback fosters the attainment of professional
skills. The Universitv provides inservice courses for all supervising
teachers.



Resident Teaching Program

Sponsoring Institution:
Address:

Telephone:
Director:
Cooperating Agencies:

Level:

Prevegquisites:

Funding Sources:

Numbeyr of Participants:
Relevant Legislation:

University of Northern Colorado

29 McKee Hall, Collepe of Education, UNC
Greeley, CO 80639

(303) 351-2024

Dr. Edward Fielder

Public schools in Colorado

Elementary/secondary

B.A. or B.S. plus certification

Public school district

25-100

1973 Cooperative Teacher Education Act -
State of Colorado

]

Special Focus: Involvement in educational planning by
the new teachers; team teaching structure. !

i

The University of Northern Colorado's Graduate Resident Teaching

Program was established five vears ago to extend and improve the

preparation components of teacher education.
junction with coonerating school district personnel to provide field

experience opportunities in a supervised, team teaching situation.
Applicants must have certification and a B.A. depree in the subject area

in which thev wish to teach.

The school works in con-

They work in public schools surrounding

215.

the universitv for a year while tsking 15 hours of graduate credit toward
an advanced degree in education at the University.

The program was d>signed to create an educational environment which

encourages participation and decision msking in curriculum planning,

teaching strategies, and program development under the guidance of

professional staff.

The program strives to facilitate the translation of theory into
practice. The team structure allows the participants to gradually and

naturslly assume more of their professional tasks.
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‘Accelerated Emergency Teacher Certification Program

Sponsoring Institution: University of Southern California
Address: University Park, Los Angeles, CA 90007
Telephone: (213) 741-2930

Director: Don Wilson

Cooperating Agencies: Los Angeles school district

Level: K=12

Prerequisites: B.A.

Funding Sources: Application to Titlie IV-C

Number of Participants: 120

Relevant Legislation: None

o i
Special Focus: To prepare teachers to work with students having
limited proficiency in English, and with high
school science, English and math students.

This program is based on accelerated emergency teacher certification
in bilingual programs and in secondary science, English, and math education.
Within 12 to 18 months, graduate students can earn a preliminary credential
while accumulating credits towards a Master’s degree.

The objectives of the program are to meet the emergency staffing
needs in the Los Angeles area through a selective process which encourages
college graduates with a second language or special secondary school
subject area skills to become teachers.

A candidate student-teaches for the first six weeks of school and, if
successful, becomes a Resident Teacher receiving full pay for full time
classroom responsibility. The Resident also takes 6 to 8 hours of course-
work throughout the year, including & methods seminar. A full-time faculty
menber from the university leads the methods class and spends the remainder
of his or her time in a supervisory capacity.

The program operates cooperatively with the Los Angeles school district
as a way of meeting a heavy demand for bilingual teachers. It is described
as a highly selective program which has developed its own entrance ex&nina-
tion. In 1979, application was made for Title IV-C funds to expand the
progran.
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CONSORTIUM MODELS

Consortium Residency Program

Sponsoring Institutionm: U. of Arizona-Tucson, Arizons State University
N. Arizona University~Flagstaff

Address: Arizona State University, Tempe, AZ 85281

Telephone: (602) 626-1116 or 4907

Director: Dr. Paul Allen, University of Arizona

Cooperating Agencies: Globe Public Schools, Gila County Sup’t.
Office, State Dept. of Education

Level: K-12

Prerequisites; Full-time teaching assignment in Globe and
certification

Funding Sources: Partial Title IV-C and cooperating universities

Number of Participants: 14 or 15

Relevant Legislation: None

Special Focus: The use of the medical residency model .
in the teaching profession.

This consortium model is a cooperative effort on behalf of three
vniversities (University of Arizona, Tucson; Arizona State University,
Tempe; and Northern Arizona University, Flagstaff), the Globe Public
Schools, and the Gila County Superintendent’s Office. It is a federally
funded Title 1V-C project designed to establish state guidelines for teacher
certification and to stimulate a decision regarding the feasibility of
adapting these guidelines on the state level.

The program is based on the State Board’s medical residency model.
The Resident is considered a fully responsible beginning teacher in the
classroom. The Resident benefits from the support and expertise of a
county agent (joint university and county school district position), as
well as & cooperating helping teacher. The program also provides the
beginning teacher with a comprehensive oriemtation period of six weeks
at the stert of the school year.

The program was developed in response to 8 1975 recommendation from
the State Board of Education to initiate an internship model for teacher
education.

<1y
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Tescher Residencv Program

Sponsoring Institution: University of Wisconsin-Whitewater

Address: 3032 Winther Hall, UW-Whitewater
Whitewster, WI 53190

Telephone: (414) 472-1123

Director: warren S. Theune, Asst. Desn, Director
of Student Teaching snd Clinical Experience

Cooperating Agencies: Wisconsin Improvement Program

Level: K-12, and in special areas such as learning
disgbilities, early childhood, handicapped,
reading

Prerecuisites: Certification, no teaching experience,
graduate status

Funding Sources: Participating institutions

Number of Participants: 25 in last four years

Relevant Legislation: None

Special Focus: A structured first vear transitiomal
program with & reduced work load to promote
a high level of professional competence.

The Teacher Residency Program was developed as a result of the
Wisconsin Improvement Program Task Force Report of 1971 which recommended
several changes in Wisconsin's teacher education program and certification

policv.

The program, geared to the first year teacher, emphasizes the
correlation between the theoretical concepts for the teaching and learning

process and their practical application. It offers:

1) a planned introducticen into the profession,

2) continuous inservice training of staff, and

3) greater cooperation among educators in teacher
preparation programs.

The program is a cooperative endeavor in which the beginning certified
teacher hecomes part of a team made up of an experienced cooperating school

staff member and University personnel.

The teaching load is flexible, from 60 to 80 percent on the average,
and the Teacher Resident's salary is based on the starting salary in the
hiring district.
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SCHOOL DISTRICT MODELS

Teacher Facilitator Program

Sponsoring Institution: Houston Independent School District

Address: 1906 Cleburne, Houston, TX 77004--Staff Dev. Dept.
3R30 Richmond Ave., Fouston, TX 77027

Telephone: (713) 529-3081

Director: Mira Baptiste, Exec. Dir. of Stsff NDevelopment

Cooperating Agencies: None

Level: One program serves K-6, another 7-12

Prerecuisites: Elementary or secondsry teaching certificate

for new teachers in Rouston Independent
School District

Funding Sources: Titie I for Elementary; Emergency School Aid Act
for Secondary

Number of Participants: Open to all teachers in selected buildings;
Elementary: 18, secondary: 12

Relevant Legislation: None

|
Special Focus: To encourage staff stability in}
multiethnic settings. ;

i

e et

The Teacher Facilitator Program for new teachers in the Houston
Independent School District was designed to 1) provide intensive on-site
staff support to new teachers, 2) reduce the turnover rate of staff, and
3) promote interracial and intercultursl understandings and awareness.

Teacher facilitators are the core of this program. They are
experienced teachers who were selected because of their knowledge and
leadership abilities. Their services are supportive in nature with no
connotation of remediation. While they are independent of the school
principal they are well aware of the necessity of cooperation with the
school administration and staff. The teacher facilitator works four days
in the schools and spends one day working with the program director on
program development.

Effectiveness has been measured through weekly and monthly summaries
written by teacher facilitators, reports on quarterly site visits to
cooperating schools, and surveys of the new teachers and school principals.
In addition, the District's Program Research and Evaluation Department
prepares a quarterly report on the program for the district's own use.
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Intern Teacher Program

Sponsoring Institution: Irvine Schnol District

Address: P.0. Box 19335, Irvine, CA 92713

Telephone: (714) 556-4900

Director: Delaine Richards

Cooperating Agencies. UC Irvine

Level: R-6, 7-8, §-12

Prerequisites: B.A., Intern Credential

Funding Sources: Some FTE, some discretionary, some shared
contracts

Number of Participants: 7-12 per vear
10 presently

Relevant Legislstion: None

Special Focus: Interagency cooperation
in helping new teachers.

This program, a cooperative effort between the Irvine Unified
fchool Pistrict and th2 Universitv of California, Irvine, is designed to
provide the bepinning teacher with the opportunitv to learn and practice
teaching strategies under the supervision of professional educators.
Teacher candidates who complete the proegram will meet all state require-
ments and qualifv for the Multiple Subject (Elementary) or Single Subject
(Secondary) Credential.

Each internship model is developed by the school staff and is approved
bv both the district and the university, Common reauirements include that
1) the interns enter with & B.A., 2) the interns participate for one and
one~half years, 3) the interns who are assigned to & school assume full-
time responsibilities at minimum contract salary, &) the district and school
staff are responsible for providing each intern teacher with assistance,
guidance and supervision throughout the program, 5) the district is
responsible for overall coordination and supervision of the intern
teacher program as well as for providing direct support at sll levels,
and 6) university staff are assigned to interns for aid throughout the

program.
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New to Lincoln Teacher Orgsnization

Sponsoring Institution: Lincoln Public Schools

Address: Box 82889, Lincoln, NE 6850!
Telephone: (402) 472-0269

Director: Betty Dillon-Peterson, Sharon Bunge
Cooperating Agencies: None

Level: K-12

Prerequisites: Nebraska teaching certificate
Funding Sources: Lincoln Public Schools

Number of Participants: 156

Relevant Legislation: None

Special Focus: Provision of a collegial support
group for new teachers.

The New To Lincoln Teacher Organization is a five-year-old program
developed by the school district of Lincoln, Nebrasks, to familiarize new
teachers with the system and to form a support group for them.

Newcomers are invited to an extensive orientation, introducing then
to the city, and explaining perscnnel policies and bhenefits. At the
orientation district personnel who offer special services within the
district are introduced.

Each new teacher is visited personally three times a year by a helping
teacher assigned to him or her. In addition, new teachers receive a
monthly newsletter with new ideas and materials available for their use.

The unique aspect of Lincoln’s program is the Inclusion of & Helping
Teacher Cadre which is composed of seventeen classroom teachers who each
possess expertise in a specific area at either the elementoary or secondary
level (mainstresming, gifted programs, health, social studies, teaching and
learning styles, interdisciplinary planning, educatiomal equity, etc.).

Any of the Cadre members can be assigned to work with a new teacher,
at that teacher’s request. The Cadre helps new teachers to become estab-
lished in their new positions. These Helping Teachers are provided
with substitutes for two days a month, in addition to which they use their
own time. They are reimbursed for their services by the school district.
Special training in workshop development, etc., is given to the Helping
Teachers by the district staff development department.
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Teacher Advocate Prograrm
Sponsoring Instftution: New Orleans Public Schools
Address: 4100 Touro Street, New Orleans, LA 70122
Telephone: (504) 288-6561
Director: Ssouel A. Scarmato, Deputy Sup’t.
Jude T. Sorapuru, Director
Cooperating Agencies: None
Level: R=-12
Prerequisites: Not applicable
Funding Sources: ESEA - $462,724
Number of Participants: 16 Teacher Advocates and 323 beginning teachers
Relevant Legislatfion: None :

:
\
]

Special Focus: Support for begimning teachers in working!
with poorly motivated learners.

o
.~ The focus of the New Orleans Public Schools Teacher Advocate’ Program
isﬁ;o provide nontenured and beginning teachers with a teacher advocate
who will represent the teacher’s interest and work to increase the skills
of the new teacher. The Teacher Advocate has recefved special training
as & "T=zacher Perceiver." Funding for this program is an ESEA grant fron
the Department of Health, Education and Welfare. Its purpose is to help
teachers work with students in overcoming the educational disadvantages of

minority group isolation.

The Teacher Advocate Progranm strives to reduce the staff turnover of
new teachers in inner~city schools by providing beginning teachers with a
transitional vehicle from theoretical university trcinming to realistic
classroom teaching. Beginning teachers are assisted in the development of
those professional sttitudes and teaching techniques necessary to create
and maintain effective classrooms in urban school settings.
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Sponsoring Ir- -ftution: Georgia Dapartment cf Education

Address: State Office Building, Atlanta, GA 30334
Telgphone: (404) 656=2556

Director: Lester M. Solomon

Cooperating Agencies: National Evaluation Systems, Inc.

Teacher Assessment Project at
University of Georgia ‘

Level: K=-12

Prerequisites: B.S. in Education, Qualifying Score on
Appropriate Criterion-Referenced Test,

NT-4 Certificate
Funding Sources: State funds with

some Title IV C funds

Number of Participants: 3,789 beginning teachers
Relevant Legislstion: None (State appropriations for education
provide funding source)

f
. Special Focus: The use of both training and state-reviewcd
‘ experience in the certification orocess.

v

o

The Georgia Department of Fducation developed their Performance-Based
Certification program upor the recommendation of a statewide task force.

Adopted suggestions include:

1) separation between teacher education and certification

2) development of on-the~job performance standards to sgssess

the beginning teacher

3) continuation of teacher education through the {nitial years

of employment

4) a verification process to assure the minimum competency of new

teachers entering the profession.

The program requires that all new teach
content areas snd at the level(s) in which ¢
test, criterion referenced, is based on comp
State Department of Education, education ass
from local colleges and school boards.

ers take a test in the specific
he teacher will be working. The
etencies devised by the Georgia
ociations, and representatives
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The program slsc provides for the establishment of 17 Regional
Assessment Centers throughout the state., It is the responsibility
of teams from these centers to provide two observations of every beginning
teacher in the state. Teams are composed of a data collector, peer
teacher and an inschool supervisor who are trained to utilize the Teacher

ferformance Assessment Instruments.

Serving to facilitate the transition from training to employment,
the data collected from the observations provides & needs assessment to
guide local education agencies in designing a&nd providing meaning ful staff
development opportunities for beginning teschers.
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San Jose Unified/Stanford

225.

TEACHER CORPS MODELS

Teacher Corps Project

Sponscoring Institution:
Address:

Telephone:

Director:

Cooperasting Agencies:

lLevel:

Prerecuisites:

Funding Sources:

Number of Participants:
Relevsnt Legislation:

Stanford University

CERAS Building, Stanford, CA 94305
(415) 497-0955

Dr. Robert Calfee

San Jose Unified School District

Secondary

B.A.

Federelly funded bv Teacher Corps
Four interns

None

Special Focus:

Working with low-income students
in multiethnic setting.

The Teacher Corps programs are {ederally funded programs for improving

education in low-income communities throughout the country.

Typically, a

proposal to establish a Teacher Corps program is prepared jointly by an
Institute of Higher Education (IHE), one or more local school districts

(LEAs), and & local community or several communities.

While genersal

guidelines are given to all projects, individual sites interpret them to

fit their own needs.
from precject to project.

Thus, specific goals, strategies, and outcomes differ

The San Jose Unified/Stanford Teacher Corps Project is currently in

its second year of a five-year program.

There are three committees that

are in control of the project, the Community Council, the School Steering

Committee and the Stanford Steering Committee.

Each group maintains its

own budget, meets autonomously, and has membership on the Policy Board.
The Policy Roard which has final authority for the project, is responsible

for the selection of project personnel, approval of the yearly proposal
snd budget, and the medistion of disagreements which may arise among the

school, community and university components.

The San Jose interns

equal representation of community members and school staff.

are selected by a panel from the university with
The areas that

the review committee looks for in the candidates incl.de:

1)
2)
3)
4)
5)

academic record

ethnic background

language background

letters of recommendation

content area speciality

o
P
CC
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To fulfill the requirements of state certification, the Teacher Corps
interns attend classes at Stanford for two years plus the interim summer.
Their course work includes foundstion courses in psychology, sociology.
philosophy and the history of education as well &s classes in curriculum
and instruction with the Stanford Tescher Education Program faculty. 1In
addition, they are required to take nine credits in their specific subject
area.

Advantages to participation in the Teacher Corps Project for the
interns are that they:

1) have the opportunity to observe a variety of teaching styles and
work in & number of classrooms settings, '

2) have the opportunity to observe and work with a cross-section of
children during their formative years,

3) gain extensive training in observation, from which experience
they learn what things to look for i{nm a classroom and broaden
the{r repetoire of teaching skills,

4) are given training in collegial evaluations,; they develop a strong
peer group attachment and a pattern of sharing and evaiuating in a
nonthreatening way,

5) become knowledgeable about the school system; they know routines
and procedures, they know the layout of the buildings and they
know who can answer questions or make decisions.
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Western Washington University Teacher Corps Project

Sponsoring Institution: Western Washington University

Address: S16 High Street, Bellingham, WA 98225
Telephone: (206) 676-3110

Director: Dr. Herbert Hite

Cooperating Agencies: Arlington School District

Level: Secondary

Prerequisites: Graduate status; initial certification
Funding Sources: Federally funded by Teacher Corps
Number of Participants: Four

Relevant Legislation: None

Special Focus: The development of teacher training
programs covering state-established
generic competencies for teachers.

This Teacher Corps project is currently being designed to meet new
requirements for a Comtinuing Certificate for Teachers in the State of
Washington. The emphasis this year has been to modify the existing teacher
education program at Western Washington University to include new courses
and practicums designed to enable candidates to demonstrate a set of
generic competencies. These competencies have been defined by & staie
task frorce and approved by the State Board of Education. '

Thus far two modified course syllibi have been approved by a State
Advisory Committee. One syllabus is tc be pilot tested with Teacher Corps
interns during the spring, 1980.

After the pilot study, these courses will be replicated with interns
in another Teacher Corps Project at Washington State University. The
combined demonstration will be evaluated and then presented to the Council
of Deans of Education of the State of Washington and the State Education
Agency for adaptation.
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More detail than that provided in the overviews is charted in Figure

2.4. Here we have categorized each program into one of the five organiza-

tional structures

1)
2)
3)
4)
5)
6)
7)

8)

the

the

the

the

the

the

the

the

just discussed. We have them listed for each:

reasons for developing the program;

theoretical model upon which the program is based;
problems of the beginning teacher the program addresses;
solutions the program proposes for beginning teachers;
critical components of the program;

problems encountered in operating the program;

major changes that have occurred in the program; and

techniques for evalusting the program's effectiveness.

The chart begins, at least, to illustrate the elements that are

requisite for program educators regarded as exemplary. We also developed

for this study a very comprehensive set of descriptors of the possible

elements of structured programs for beginning teachers. The list of

descriptors is intended to delineate important, discrete, and under-

standable progrem elements that might be of interest to educators who

wish to establish helping programs for beginning teachers. The descriptors |

are included in Appendix B of this report.
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Figure 2.4

Features of Exemplary Programs for Beginning Teachers

Beginning Teacher
Induction Progrss

Reason for Developing Thearstical Model Upon
the Progras Which the Program
is Based

Prodblems of Baginning  Solutions the Program
Teschar the Prograa Froposes for
Addresses Beginning Yeachers

University/College
Models:

Allsghany College.
Meadville, PA

Five Year Progras
in Teacher Education

Claremont Craduate
School.,
Claremont, CA

Teacher Fducation
Internsnip Progran

ERIC

Aruitoxt provided by Eic:

1) Newd for ocutstanding 1) &7th Ysarbook of

teschers from pri- Assoc. for St.
vate liberal arts Teaching
colleges 2) Developed own model

2) Need for urban-dased 3) Unique in thet &t
progr.a to train for offars sequentzial
setropolitan sreas & 5 Yesr program
tural areas

3) Need for maxisum,
rather than sinimus
comperency develop-
ment

1) Outgrowth of Ford Teacher educstion best
grant 1954 designed occurs st graduace
to test innovative level & must be (ndi-
practices in rescher vidualized
educetion & encour-
age DOTEe mature peo~
ple to enctar teach-
ing profession
2) Faculty's commitment
to preparation of
ieschers at graduate
level folloving
through undergradu-
ate progras in
liberal arcs

1) Blending checry with 1) Close working rela-

practice tionship between
1) Working with mulit{- coilege & 5.1, {n
cultural basckgrounds firsr vear
3) Induction £nio 2) Fleld asxpsrience
schools approximating sctual
4) Classrocom masdagement £i8t year aesign-
$) Abzence of leader- mants
ship among 3.T. 3) working wizh B.T.
6) Diversity of to sclve problercs
instruction
7) Development of
style

1) Crasp of svailable 1) Through personslized
Tesources nsture of progran
2) Lack of support in  2) Heavy emphasis on
dealing with class- intern support dur-
Toom problems ing intern Year
3) Need for peer roun-
seling & leamning
during formative
period
4} Development of
a repertoire of
teaching skills
5) Developsent of per-
sonal Philosophy of
teazhing



[T

O

ERIC

Aruitoxt provided by Eic:

Critical Components
of the Frogram

Problens Encountered
i{n Developing and
Opsrating the Progras

Hajor Changes That
Nave Occurred {n
the Progras

Techniques for Evalu-
ating the Progran's
Effectiveness

1) Undergraduate/
gradusate ssquence
of experience

2) seiropolitan-based

field exparience

3) Coursework subse-
queat to & build-
ing on student
reaching

&) Workshops to pre-
pare for lst
teaching r_aftion

$) Close coopsra, ion
between colleje &
student

6) Staff able t> deal

with field-bined
problems

1) Careful selection
of students

2) Carefully plénned
ore-internship
teaching experi-
ence

3) Strong supervisory

suppore
4) Well-plsnned mum-

mary experience in

post-internship
summer

1) Expensive pProgras

2) Teacher strikes

3) Appropriste certi-
fication

4) Distance betweesn
coliege & BRtTO~
politan area

5) Student housing

1) Less demand for
teschsrs reduced
interest & enrolil-
went

2) increasing oppor-
tunities for women
& minorities in
mors lucrative
fields produced &
"brain drsin” re-
sulting in lass
cospetent appli-
cants

3) Shifc ¢n population
pstterns forced in-
carns further from
canpus, adding to
communication prob-
laxs

Solutions:

- accept szaller en-
roliment to msin-
tain qualsity

- {increased recruit-~
ment of older stu-
dents

- incrsased coopera-
tion with area
school district

-~ increased travel
budget-persit con-
tinued frequent
visits to intemms

1) Declining numbers
of students

2) Use of mors school
systems in Cleve-
lané araas

3) Shift to greater
emphasis ¢on inser-
vice component

Solution: Better rTe-

cruiting practices;

staff changes; couTse

nodiffcations

1) Because of type of
students entering
the program, fewer
assumptions about
their knowledge

2) Curriculus has de-
come nore directive
as there are more
students with aca-
demic deficiencies

3) Stats of Californis
sandared curriculum
changes, i.e.,

ssinstresming, read-

ing instruction for
all credentisl can-
didstes, sudbstance
abuse instruction

BEST COPY

253

1) Followrup studies of
gradustes

2) Analystis of self-
concept & attitude
changes

3) Student evaluations

&) Pudifc school feed-
back

1) $nformal evaluations

2) reports from school
districts

3) gradustes' comments

&) sdility of graduates
to racure tsaching
positions in tight
sarket
spring formal evalu-
ation coming

231.
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Figure 2.4 (continued)

Features of Exemplary Programs for Beginning Teschers

Beginning Teacher
Induction Progras

Reason for Developing
the Program

Theoretical MNodel Upon
which the Progrss
Is Based

Prodblems of Beginning
Teachar the Progran
Addressas

Solutions the Program
Proposes for
Brginning Teachers

Universicy/College
Models: (cont'd)

College of Notre

Dame .
Beimont. CA

Intern Prograz

Glassdboro State
College.
rlassboro, NJ

Experiential Pre-
service Inservice

Continuum (EPIT)

Indlana Universicv,

3loomington, I

Alternative Scacols

Teacner Education

Program (ASTEDR)

1) To seer the needs of
students qualified
to reach as interns

2) Supply teache.s to
school districes who
would coopersty with
thair training

Developed 4n response
to 8 request by New
Jersey Dept., of Higher
Education to develop a
“Prograr if Distinc-
tion” in teacher educa-
tion.

To offer experience in
working in an alterna-
tive school.

BEST COPY AVAILABLE

ERIC

Aruitoxt provided by Eic:

Same as state mandated
professional segquence
requiremants, Practi-
cum is differeat &n
its operation.

Integration of pre-
service & inservice
professional prepsara-
ticn as a cornerstone
to teacher education.

1) Closelv wonitored
B.T. experisnce

2) Assigunment of
classes dy cooper-
ating discrices
(not alvays desir-
adle & usually the
lowest teacher on
scale)

1) Abilfty to function
in diverse setiings
{ncluding:

- a-~urban, rural,

suburbdan

b-ability to tesch
in bssic skills
for all teschers

c~understanding
classroom dynamics
of verbsl & non-
verbal behavior

d-political/econonic
socizl arena that
schools function
within

1) Getting real experi-
ence

2) Find strengths

3) Self-snaiysis; gain
insight into indi~
vidusl teaching
fdentity

<) Learn sgbout & fros
own nistakes

{400 Tew

<

4 §

1) Clase cooperstion
between school
district on~site
Fersonngl & college
supervisor

2) Raascnable assign-
sent of classwvork
&t collegs

1) Clinical experience
beginning as Fresh-
sen continuing
through 8 5th vear
reeidency

%) Specialized Sndivid-
ual insgruction in
target content areas
usfing microcomputers,
VTR, sudfo~tsping

3) Close monitoring of
acadesic specializa-
tion

4) Regular axamination
of achievement with
comparison to nation—
al norms

1) Provide set of assign-
nents

2) Provide filter
through which to sne-
lvze self & school

3) Provides relcase to
visit othe? schools

&) Provides guidance by
forser interms of
directors who AcCt as
s cooperating teacher

§) Provides opportuni-
ties £o hire local
sdjunct profaessors
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Aruitoxt provided by Eic:
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Critical Components
of the Program

Probless Encountered
in Developing and
Opsrating the Progras

Najor Changes That
Hiave Occurred in
the Frogras

Technigues for Evalu-
ating the Progran’s
Effectivaness

1) Previous experience
in z classroom
situation

2) Light, concurrent

course load

Careful supervision

at school site dy

college supervisors

4) Careful screening

3

~—

1) Field~dased clinical
exparience

2) Enhsnced basic
skills instruction

3) 5th year residency

1) Year-long paid in-
ternship in verious
parts of USA

) Summey pProgram-pre-
service

3) University faculty
has funds to visit
esch intern at least
once

4) Set of requirements

5) Offers credit fer
work experience

6) Evaluation by in-
terns

1) Difficulty sched~
uling seminars at &
time & location
convenient for the
student

2) School districts
must Sdentify these
positions early
enough to give in-
tarns proper orien-
tation

3) Support must be pre-

sent at the achool
site

Ryan Act has mendated
& sign-off letter from
teacher orgenization,

1) Coordinstion of site None =3 vet.

location & schedul-
ing-faculty tesams
coordinate site ar-
rangements with a
central office for
field placement

2) Economic impact of
fuel costs & infla-
tlon

3) General communics-
tions

Finding enough interns
to 41l particular
sites,

Solution: extensive
mailings to experimen-
tal programs.

Not many.

Entrance requiresents
have stiffened.
Requiresents/progras

criteria for working in

alternative sites have
to be by free cholce &
different.

Competency rating sheet
complieted by Principal
at end of firat & third
years.

Too early to tell.

1) Evaluated by univer-
sity faculety-School
of Education

2) Questionnaires filled
out by interns
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Figure 2.4 (continued)

Features of Exemplary Programs for Beginning Teachers

Beginning Tescher
induccion Program

Reascn for Developing
the Progras

Theorsticsl Nodel Upon
Which the Program
Is Based

Prodlems of Beginning
Taacher the Progran
Addressas

Solutions the Progran
Proposes for
Beginning Teachers

University/Coliege
Models: (cont'd)

Michigan State
Universicy,
lLansting, M1

Elementary Intern

Pregraz (FIP)

Norchwest Nazarene
Cellege,
‘acpa, ID

firet-Year Intesrn
Cooperative

Craduate Program

Seattle Pacific
{riversity,
Seattle, wA

init:al and
fontanuing (ertifi~

c8t.on Program

1) To provida & grad-
val induction to
full professioncl
responsidilities

2) To provide closer
relationship be-
twean theory &
practice

}) To provide & pro-
gras which provides
an opportunity to
earn whila learning

Feeddback from 3.7.:

1) fruscration over
routine duties of
the first yeer with
#ccompanying uncer-
tainties

2, Feelings of insecur-
ity as to vhether
they're following
propey procedures
since they receive
little/no feedback
k anslysis

To continue to serve
our teacher education
graduates by providing
inservice training to
meet the educational
community’'s needs.

BEST COPY AVAILABLE

O

RIC

Aruitoxt provided by Eic:

ITIT Model
(Instructional

Theory in Practice)
Mgdelyn Hunter/UCLA
used advanced ITIP
course in supervision
& svaluation for sll
teachers.

a~

256

It provides tutorisl-
type support sesvices
for the B.T. address-
ing any problems en~
counterad.

1) Managesent

2) Organizstion

3) Evaluation of
performance

1) Socio-cultured eco-
nomic differences

2) Cemmunication &
consultation

3) Teaching handicapped 2)

& gifted
&) School lsw
5) Professionalisn
6) Knowledge of K-12
settings
7) instructional sxill
8) Classroom managenent
9} Subject matter

10)Pupil/student person-

nel
11)Pupil discipline
12)Scaff discipline
13)Resesrch & evalua-
tion
14)Knowledge of tefer—
ral agencies & re-
source persdnnel
15)Know or alter. grade
level

Real & pragmatic
support services.

1) Provides inter~
chauge with
veteran teacher
for analysis

2) Opportunity to
observe & model
2 master teacher

Inttial level probd-
lems are ser with:

1) regquired course

work

lab experiences

3} internships
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Aruitoxt provided by Eic:
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Critical Components
of the Frogram

Prodiess incountered
$n Developing and
Operating the Progras

Msior Chinges That
Rave Occurred in
the Progrsa

Technigues for Evalu-
ating the Program's
Effectiveness

1) Role of intern
consuitant gives
continusl indi-
vidualszed guidance.
Introduction to

full teaching ve-

sponpidilities i

gradual & carefully

directed.

3) Low ratic of interns
to consultant per-
mits specific helj.

4} Intern consultants
help d-idge gap be-
twaen college work
& cimssroow by help-
ing to relate thsory
to practice

2

-

1) Supporc dy an intern
cocrdinatoy

2) fvaluation experi-
ences

3) Observational oppor-
tuntiies

Phase }: occurs in
sophompore veer, intro-
duces educational
psycho. & social raai-
fications of the school
process. Students are
placed in dsily public
school lsboratory ex-
periences & ' hen Teturn
to csmpus o, clesses

& conferences .elated
to ladb assignmesnts.

Largely Prodles free

Pifficuley in Sdenti-
fication of mester
teschers who can iden-
tify Qualities of ef-
fective teaching &
thus analys¥ & counsel
B.T.

1) Need for consistent
supervision of lab,
practicum & intern-
ship

Solutéon: Each intern

is visited once & week

during intermship.

2) Aduission standsrds

2 years internship
offered in first 4
years of program,

Progras startec at
senior Year program but
moved to first Yesr;
recognized that seniors
waren't Tsady for total
class Tesponsidbility
without preliminary
student tesaching.

1) Extended travel
among #$chools

Solution: Placed in-

ternships closer to

university to minimize
tresvel.

2) Grester, diversi-
fied needs of
teachers

Solution: added courses

-MA in Reading-Reading
Resource Specislist

=EdS in Resding,
Bilingual Teachner
Educstion

-85, MA-Special
Education.

DEST COPY

2o/

7 year longitudinsl
study by Ford Founda-
tson varified success.

1) Wricten feedbach
repores {row grad-
vates

2) Comparison of con-
tinusnce in pro-
fassion., With con-
trol sroup 852 of
prograx interns
teach sfter 3 vesrs
vs. nstional aver-
age-502

1) Yearly guestionnaire
of graduates &8s to
effectiveness

2) Random selection of
graduates who sre
teaching, including
visits & intervievs,
plug their collesgues
& duilding principals
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Yigure 2.5 {(continued)

Featuras of Exemplasy Prograns for Beginning Teschers

Beginning Teachsr
taduction Program

Reason for Developing
the Program

Theorsticsl Model Upon

Which the Program
is Based

Problass of Bagisning
Teachar the Frogras
Addressas

Solutfons the Program
Proposes for
Beginning Teachsrs

University/Colleage
Vodels: (cont'd)

University of
Californie, los
Angeles,

Los Angalss, (A

Tean L

University of
sorthern Colorasdo,
Greely, (O

Graduste Res:ident
Teacring Prograc

BEST COPY AVAILABLE

O

ERIC

Aruitoxt provided by Eic:

Dissatisfsccion with
perforasnce behavior
of B.T.

Dacisions vere made dy
instinct, fatuitien
instesd of dasis of
founded knowlsdge of

cause & etfect batween

teaching & learning.

ITIP (Instructional

Theory $ato Practice)
Instruction is teach~

ar's deiidarate de~

cisfons & actions to
increess probabdbility

of learning.

Framevork to gutde
subtstance-not form
clinical theory of

ft £s not directed
only to begiening
teachars dut s a
theory of insttuction
spplicadlie to all
educetion, all levels,
all sudjects. Adiiress~
es the process of
human leetning at
large.

1) Helps teachers
make deliberate
decisions adbout
instruction

4) Helps teachers
take action o
increase the prob-
abiiity of leern-
ing

3) Provides & process

perscriptive.
1) To extend & ixprove .oals:
preparari{on compo-~ 1) To develop crestive
nents of beconing teschers to fecili-
a teacher tate progress/
2y To follow an under- achievement sccord-
graduate teacher ing to individuel
from theory &nto needs
the practice of year 2} Involve program
long internship personnel {n a
3) To provide the pro- shared vesponsibii-
fessional coursewvork {ty, commi{tment to
in conjunciaon with effect.teacher @d
cooperating school 3) Proswote self-iden-
district tification of
4) To supply & field strengths/weaknes-
expscience in & ses of fnd{vidual
supervised, tesm- participants
taught tesching 4) Promote decision-
situstion making, curriculum
planning, teaching
strategics, progras
deveiopment, under
guidance of profes-
sionsl scaff
S) Promote sffective
interaction with
srudents, perents,
sctaff
6) Foster profession—

instruction which is

al/ethical stan-
dards in ell as-

by

)

3

Transition f{rom
theory to practice
of lst year teach-
ers

Allovs participants
to gradually essuse
more professionsl
tasks

Helps pecticipent
to build on his/
her strengths &
work on those
wadkuessea

- .° : ing»;‘r\ -
”.{{{)U Jﬁ €L

253

1)

o pnnaen L ne

for ident{fying
effectiva sugges-
tions in solution
of inetructicnal
problesns

Offers solutions
to proposed foals
(22)

e) through parti-
cipation of
district &
schoonl univer-
sity personnel

b) through seminar
topics focusing
on needs of
participants

oy e e
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Critical Components
ot the Prograp

Problews Encountered
in Developing and
Operating the Program

Major Changes That

Have Octurred in
the Program

Technigues for Evalu-
ating the Program's
Effectiveness

ERIC

1)

2)
3

“)

5)

1)

2

)

»

&)

S

[

)

~

Use of dfagnostic
& prescriptive in-
disiduslized in-
struction

Constan: feadbuck
One placement in
aon-graded, team-
taught classroos;
snother placement
in self-contained
classroom in pub-
lic schools with
sinority enroliment
& some dilinguml
prograss

Salance of theory
& practice
Provides theoreti-
cal & €linical
franework to guide
substance, learning

Year long teaching
¢xperience, LE8D
situstiorn

Minimal remunera-
tion for services
Righ qualirty super-
visory personnel
who have chosen to
work with residents
1S hours of gradu-
ste credit

Extended yestr for
unfversity to
follow-up on Pre~
vious training
effores
Frofessionel parti-
cipation for induc-
tion into the pro-
fession

1) Increasing amsount
of time, training,
supervision required

2) Common belief that
gensralizations
about learning are
prescriptions rather
thas springboards
for artistey & de-
cision-making

3) Nyopis & obdsoles-
cence of education
professors

&) Over-confidence in
experimantal vs
theoretical metheds
of tsaching begin-
ning teschers

S) Prograw's repuistion
of success and "the
simplistic solutions
to complex problems"
which haunts us

6) The program works so
wvell in BOAt situa~
tioens, it can become
& cruich rather than
a tool for thought

7) Devotses without
sifficisnt kavwledge
“spruading the word"

1) Continuous com:u;
c&zion of pro &
its needs

Solvtion: Varying/

isproving commumics-

tions

2) Comtéinucus Trévision
of saminsr activi-
ties

Solutfon: Close atten-~

tion to participants’

requests for sexinsrs

3) Coatinuous help for
coopersting facul-
ticos

Seolution: Use of more

cooperating school

staff{ nembers

4) The distance for
supervisors to
visit regularly was
far

Solution: Clustering

student in verious

school Bystiems

1) Use of medis for
dissemination wher
the demsnd got be-
yond human resou: -
ces .

2) Incresssd sensiti-
vity to limits of
vhat s being done

Increased payment ¢
from $5-7000 for
residant teachers

2) Developed affsctive/
cognitive evaluation
instrasents for res-
{dent tsxchers on s
~eguitrly scheduled
bxsis

3) Developed more so-
phisticated quarter-
1y evalustion Sn-
strumant to offer
additional (eeddback
& guidance to resi-
dent teachers

4 Seminay topics are
re-~evalusted 30 &S
Lty essure that the
resident teacher's
iumedicte nweds

Cmar o e g e e s e e

1) Demand for consul~
tant sarvices

2) Demand for vritten
& filmad materials

3) Generation of re-
ssarch projscts

4) Desand for certified
practitionsrs

5) Test data W

6) Adoption by many
districts

1) Newly developed tests
. for professionsl i
provement effective
involvement helpful
to determine grovth

2) Cyeater numbers of
{nquiries adbout pro-
grams

3) Grester numders of
resident teachers
securing pubiic school

_positions high in re-
‘lstfon to non-partici-
gants

43 Program in 1980-81 has
been 2xpanded state-
wide at their {nvolve-
sent

AL R MY

B e T



238,

Figure 2.4 (continued)

Fearnres of Exemplary Programs for Beginning Teachers

Sceinning Teacher
Induction Program

Reason for Developing
the Progran

Theorecical Nodel Upon Prolliens of Besinning

which the Program
I= Sassd

Teacher ctha Program
Addrasaas

Solutions %he Progras
Proposes for
Beginning Teschers

tniversity/College
sModeis: (cont'd)

University of
Southern California,
Los Angeles, CA

Accelerated
faergsncy
Certification

Prograr

Consortium Models:

tneversicv of
Arizona,

Arizona State
'miversitv,
Northern ATizona
niversic,
Tempe, AZ

Arizons Unhiversicies

Congortium Pesidency

-

Prograz

University of
wisconsin,
Whitevarar, Wi

Tescne: Fesilency

ERIC

Aruitoxt provided by Eic:

To weat the ntaifing
requirensnte of the
Los Angaies School
Discrice particularly
in d!lingual and
secocdary marh/acience
subiect aress

1975 State Bosrd of
Educetion mandate

Jevelcned as & result
of Wisconsin Improve-
sent Progran’s Task
Force Report 1971,
recomrend changes i(n
teacher ed program §
certitication

Concapt: %Need to pre-
pare high quality
career reschers by
providing a first year
teaching program under
guidance of university
supervision & s taan
of teachers fron the
school.

Nona

1) Reliad upon
cedical model of
residency

fodel which combines
teaching/lesrning
theories & practical
classroonm isplesentia-
tion.

1) Classrocs manage-
ment, organiration
& concrol

2) Femiliaricy with
school disirice
resources

3) Becoma familfar
with curriculum

&) Knowledge of com~
munitv resources

5) Meeting ragquire-
mants for state
cercification

1) Orfientation to
school & school
setiing

2) "adninistrivia”

3) Professicnal devel-
opment diagnosis of
classyoom management
survival

4) New, isproved teach-
ing techniques

1) Practical applica-

tion of learning

theory

Classroom organiza-

tion, management &

control

3) Idontification of
teaching rescurces
b matarials

4) Provision for time
to plan adequately
for teazhing by
using available re-~
sources § beconing
familiar with curvi-~
culus &t the appro-
prista levels

5) Enlistaant of pro-
fessional sassistance
which will facili-
tate the aeeting of
profassional reapon-
sibiifcies

6) Identification of
arexs of weaknesses
& finding sources of
solutiona to prob-
lens

7} Exparsion & enrich-
ment (o dasic curri-
culum #reas, plan-
ning & implementa-
tion of laearning ac-
tivities ¢ under-
standing of echool
orgainiszation & &d-

sinistration

2

-

1) Induction includes
6§ weeks of limited
teaching sxperiance
under supervision
of master teacher

2) Univarsity course~
work includes meth-
ods, clesses & sem-
inar taught by uni-
varsity faculcy on
lcan froam school
district

3) Supervision &
support

1) Offaring a handbook

2) Orientation during

firss 6 waeks

Universicy faculty

sembers 1-2 times

a watk plus univer-

sity specislists,

county agent

4) Some release time
to visit other
taachers

3

~

1) tdentifies sources
tor expanded con-
sultation

2) Provides broad
slanning experiences

3) Ixploree techniques
for maintaining &
positiva claswrooa
atmosnhare

4) Exposges candidate to
use of & wide variety
of instructional
proceduras

$) Provides & dasis for
development of an §in-
d{vidusl teaching

6) Encourages participa-

tion in non-instruc-

tionsl sctivities

7) Furthers development
~f profeasional skills

8) Provides experiences
in curriculum develop-
sent

93} Provides .o: wontinu-
ous aSsEsFEent by a
teas

10)Ensurea contiauous
unfversity supervisicn

BEST Copy AVAILABLE
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Criticel Components
of the Progras

Prodiems Encountered
in Developing and
Opersting the Program

Mator Changes That

Have Occurred in

.the Progras

Techniques for Evalu-
ating the Progran’s
Effactivanass

2} Professional ex-
partise from wni-
versity school
staff & adminis~
tretion to assist
beginning tescher

2) Craduate credit
for experience &
study

33 Full-time teaching
expeTience

1) Helping teacher-
COOPRTBting WMEBLIRY
teacher

23 County sgent visils

3} Release time

4) Pre-service prograx
1 1/2 dave

5) Hendbook

6) Orientation

1) Frofesrional exper-
tise from univor-
sity, school steff
& administration to
assist B.T,
Sslary for 8.7, &s
commendurdate with
teaching assignnent.
$F00 per vesr te-
quired from school
district., 1/2 re-
ssins in district
for in-service; 1/2
to statewide fund
wiP
3) Graduste credit for
experience & study

2

L

1) Changing needs of
Los Angeies schools
affect the nature &
need of content
area(s) in program

1) Finding snough time
with helping teach-
er & residents

2) Avaslability of
faculty time,

Solution: High quality

of hslping teachers.

County has been helpful.

1) Acceptance of gradu-
&te course work for
residency by gradu-
ate aculty & fecul-
Ty membars outside
school

Sclution: Invelving

venbers of scadesic

depts. ip Program

2) Recruicwent of stu-
dents

Solution: Coatinued ef-

fort to interest stu-

Jents & early Sdentifi-

cstion of candidates.

3) Obtaining vacsncies
on school staff to
provide opporiuni-
tiesr for resident
position

Solution: Schools bdeing

contactad (ndividuslly

through WIP

&) Nead for bettar un-
derstanding of resi-
dency concept sSmong
8) prospective can-
éidates, b) cooper-
ating school dist-
rict

1) Changes &ccording
to federal and/or
state Tequirements
for licensing
throughout the
years

2) Progras content is
sodified depending
upon the expenss
of 4dastructors

3) At one time the
progras involved a
full yaar student
teaching experience

Turning progras over o
teschers. University
vepresent, had z.ivisory
board with guidelines.

1) Teaching load:
lighter & flexidle
class lovds wmade
svailable ranging
from 5090 to 8090

2) Incresse {n salary:

- eccording to teach-
ing luad

3) Graduste credit:
made more flexibdle,
minisum 6 credits -
to 12 credics

4y Bligibilicy: origi-
unally geared to
elenencary, second-
ary, spec. ed grad-
ustes; expanded to
sarly childhood,
learning disad.,
raading, e. chld.
handicapped

AT GOF 7

Evsiuation is svasiadle.

Tétle 4C evaiuation
Outside tesm

Inside dats collection
Program has baen
validated

Plans to disseminate it

Measured by esployment
racords of participants
& evsiustfons of pro-
grass by pavticipating
administy., GCood track
tecord of contracts

of fered.

261
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rigure 2.4 (continued)

Featurer of Exesplary Frograms for Beginning Teachers

Beginning Teachar
Induction Program

Regaon for Developing Thsoreticai Model Upon
the Frogras Which the Progras
Is Based

Probieas of Peginning
Teacher the Progras
Addreeses

Sclutions the Prograa
Proposes for
Beginning Teachers

School Districe Models:

Kouston Independent
School Districe,
Houston, Texas
Teacher Facilitator
Program

Irvine School
Districe,
Irvine, California

Intern Teachrer
Prograg

ERIC

Aruitoxt provided by Eic:

Results from district Underlying principle
survey indicatsd fac- that one tendc to stay
tors which affected job in a job longer vhen
setisfaction &b well- one is happier, appre~
being of teachers. ciated & euccessful
1) to reduce turnover

rate of etaff
2) to provide {nten-

sive on-site staff

support to total

teaching~lesrning

process
3) to assist with ¢n-

structional fune-

tion
4) to promote inter-

racial & intercul-

tural understanding

& awareness of indi-

vidual students

+) To provide B.T with Madeline Hunter's
opportunity to lesrn Instructional Theory
b practice strate- and Practice '
sies under supervi-
sion of profassional
educators in #tmo-
sphere of profes-
sional enthusiasa
2) Opportunity to —eet
211 state require-
ments 4 qualify for
state credential

262 |

1) Lack of immediatce
suppert & rein-
forcement

2) Claeercom mansge-
sant

3) Fear of student
differences
racially, cultur-
ally, or athnically

&) Newmass to resiity
of teaching & its
demands

$) Cetting scquainted
with school dist-
riet's resources

6) Access to § use of

instructional aster-

isls

7) Knowledge of commu-
nity reenurces

8) Accommodation of
tndividual differ~
ences in the stu-
dents

9) Need for 2 sounding
board, someone tO
listen to successes
& frustrations

1) Discipline & class-
roos assertiveness

2) Clasercoa nanage-
went

3} Lesson plan formac
{Madeline Hunter)

4) Parent conferencing

5) Learning theories
{motivation, reten-

tion, reinforcesent,

transfer)

5) Inetructional strat-

egias
7) Interactive video
systes

1) On-site tesm teach-
ing model

2) Developing/maintain-
ing rvapport & inter-
personsl relstion-
ships vith & detwveen
ell scaif

3) Building on the
strengchs of the new
taschar

&) Providing profes~
sional growth oppor-
tunities

5) Recowmmending people,
resources b material

6) Preparing, discus-
sing sat:rials,
{deas & techniques

7) Assistance in meet-
ing needs of {ndi-
vidual studente

8) Civing praise/recog-
nition to new teach-
er

§) Assisting in indi-
vidual confarences

1) Division of intern
veat into 3 stages,
1 quarter sach-ex-~
pectations appropri-
ate; lst emphasis on
survival skills; 2nd
skill development;
ird development of
variety of instruc-
tional strategies

2) Weekly & monthly
sesinars~district
resource person-
practical inservice
followed bv regular
individualized inter-
action {n classroom

BEST COPY AVAILABLE



Techniques for Evalu-
sting the Progran's
gffactiveness

Prodlems Encountered
in Developing and
Operating the Progrem

Msjor Changes Thst
Have Occurred in
the Frogras

Critical Components
of the Prosram

1} Supportive role of 1) Position of teacher No msjor changas other 1) Weekly/smonthly

~—r

—

teacher facilitacor
wio is a prer tO
teschers. New tea-
chers reguest
service.

Careful selection

of teacher facili-
tators.

Support of bdbuilding
principai.

Services provide
support, not remed-
istion.

Facilitetors work 4
days in school, 1
day in seminsrs.
Faciliteiors’ direct
involvement &n de-
velopsent of Program

Regular inservice
for interns through-
ocut vear in responsc
to district's unique
demsnds

Wide support systed
availadble

Stipend s offered
to intern for tice
and energy while
receiving excellent
on-the~jod tTaining
Model 1: Shsred con-
cract~-Classroon
teacher accepts par-
tial contract & full
time intern together
share 1 classroom

(3 interns uce this)
Model 2: Intern ac-
cepts full classroom
load & works closelvy
with snother cooper-
ating teacher. Each
has full load., (7
interns use this)

facfiitator if dif-
ficult; must estad-
1i{sh thamselves with
school adsinistra-
tion and sctaff be-
fore decoming effec~
tive

As an externsl su-
pervisor, facilite-
tors must establiish
clear communicetion
with prinicipals

To gain respect,
creditabiisey with
teachers

Problenm getting
theoretical program
into practical ap-
plicetion alleviated
by dedicatiun of
people

Misuse of program is
slisviated by pro-
gran request plans
to justify each
schools use of pro-
sram

Problexm eress mini-
mized due to sdvance
planning, close
sonitoring, antici-
pation of problew
sreas & Tegulsr con-
structive feedback
from a1} partici-
pants

than participatiog
schools end specif{ic
sssignments due to
time/distance, and
growing number of
tesachers to bde served.

Progras is relatively
new.

summsries by teacher
facilitators, and
interviews.

2) Quarterly surveys by
participating
teachers.

3) Quarterly site visits
to praincipal, facili-
tator & participatin®
teacher.

&) Job sacisfaction
quesStionnaire Quar-
terly.

§) Quarterly report by
district's Program
resesrch & evaluation
department

Principals’ comments and

backing evaluated byv:

1) Regular intern lesson
observations & write-
ups

2) Monthly dintern assess—
ment evalustions

3) End of year Progranm
evaluations

e BEST COPY

2 Aruitoxt provided by Eic: N
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Figure 2.4 (continued)

Festures of Exemplary Programs for Beginning Teachers

Segianing Teacher
Induction Program

Theoretical Model Upon Problems of Beginning

Reascn for Developing
the Progras

Which the Program
is lansd

Teacher the Program
Addresses

Solutions the Progras
Proposes for
Seginning Teachers

school Districe Models:

Lincoln Pudblic
Schools,
lincoln, Nebdrasha

New to Lincoln
Teacher Organization

, New Orleans Public
Schools,
New Orleans,
lousiana

Teacher Advocste
Progras

O

ERIC

Aruitoxt provided by Eic:

{(cont'd)

1) To answer the needs
expresced by new
teachers in vorkiog
toward & eucceseful
first year in iFS
It serves the cen~
eral offsce staff
in that teaschers do
a detter job when
they are well fin-
formad about their
school system & the
expactations the
systes has for them

2)

To reduce turnover
Tete

Provide transition
from theory of uni-
versity o realities
of classroon

Assist in develop-
ment of professional
attituden, tesching
techniques

'y

)

3

The model subdacribes
to a husan developmant
sodel of administra-
tion, similsr to
Maslow's hierarchy.

1) Orientation to the
city of Lincoln
Policf{es & prac~
tices of the echools
fringe benefits and
other sarvices
avatlable to staff

2)
k)

1) Inability to adapt
to mirority/iso-
laced settings
Inadequate class-
room sansgesent/
discipline tech-
nigques

inadequate inter-
personsl & communi~
cation skills
ineffective lesson
planning/implesent~-
at{on

Inabilitv to acquire
utilize sdeguate &
effective teaching
materisls

Lack of knowledge
of community en~
vironment, lack of
faziliarity with
comnunity resources
vini{aux experience
& skills in tesch~
ing the exceptional
child

Coping with teacher
evaluation process
Inability to develop
adequate interper-
sonal relst.onships
with students, peers,
administrators

?)

3)
@)

5)

6)

7

8)
9)

1) Two orfentation
maetings:
a) support services
b) nuts & holts,
fringa bdenefits,
personnel poli-
cies, etc.
Helping teacher
cadre~2 service to
help nev teachers
to get acclimsted
to their new posi-
tions. The new
teacheT requests
the service or &n
adsinfistrator does

)

Preschool orienta-
tion
Development of 1-1
relationship be-
tveen each proba-
tionary teacher &
teacher advocate
Protessional assis-
tance in stress-
free setting
Cn~going support
session
On-site stres~free
0%, UISIS, conf.
Develor - = of pos-
ftive por 2its
stressing individ-
usl's strengths,
successes, beliefs,
goals
24-hr availability
vis telephone
Module bark
Voluntary diagnos-
tic videotsping
10)Intervisitation
with Master teach-
ers
11)Develop positive
relationchip be-
tween teacher and
sdministrators

by

2)

3)

7

8)
9)

BEST COPY AVAILABLE
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Criticel Components
of the Program

Prodiems Encountered
in Developing and
Opereting the Program

Ms$or Changes That
Rave Occurred in
the Progras

Technigues for Evelu-
sting the Progran's
Effuctivenass

1} One-to~one contact
becween new teach-
ers & heiping tesch-
ers. These teachers
have demonstrated
excellence o one
eres of teaching,
$.e., teaching/
leerning styles,
asinstreaming, indi-
viduaiization, ele-
mentsry or secondary
etc.

2) Nevsletter with cur~
riculum sent out
monthly

3) Relping teachers'
releese tide frow
claseroom Tesponsi-
bilities & reim-
bursement

4) Provide workshops to
whole district; pért
of staff development
departoent

1) Assist personnel in
new teacher recruit-
ment

2) Administering teach-
er perceiver inter-
view

3) Writing positive
portrait

4) Conducting pre-
inservice/wvorkshops

$) Meking ~lessroom
visitations

6) Msking vidsotapes-
feedbeck sesrions

7) Developing modules
for diagnostic and
prescriptive use

8) Establishing wars/
trusting relation-
ship to promote
sharing of problems

Difficuley 4in sepa-
rating the evalustor
role from role of
helping teacher., 1If
helping tescher be-
comes svaluator, pro-
gras loses credibility.

1) Confliict with prin-
cipal's perception
of role of edvocate.
Solution: principsl
edvocate acts a&s
mediator

2) zessive load on
teacher advocates.
Solution: Enlsrged
eteff

3) Workshops under con-
fines of limited
budger.

Solution: Some con-
ductors omit charges

&) Getting adaguate $n-
formation on teach-
ers. Sclution: Mest-
ing with psrsonnel

%) Getting teschers to
meet On OoWvn time,
Saturdaye due to in-
ability to plan them
for week unresclved,

6) Teachers ere contin-
uelly being hired
throughout yeer with
out benefit of ori-
entacion.

Solution: Om-going
services

The coming school year
1980-81 will see e re~
duced budget. Program
wiil be smaller 4n
scops & sequence.

1) Addition of 2ad,
3rd yesr probation-
ery teachers. Hirad
sore teacher advo-
cates

2) Extended Personsil
visitation services
including videsotap~
ing-diagnostic &
ssater teacher({ESAA
hired 2 video tech-
nicians)

BEST COPY

1) Survey nev teechers

2) visit them 3 times
a ysar

3) Provide inservice
through cadre &
efforts well re-
ceived

4) Keap written recorde
& present & written
report to cadbinet
meetings

Progran ranks in top per-
cent for affectiveness in
retaining white izachers
& 811l 1st year tesc.ers.
Uses statistics froe
Orleane Parish Scheol
Scerd's Dept. of Reseatrch
& Evaluation.

¥hite Al

L

let Yr 857 94%
nd Yr 88% 959
Ird Yr 92% 962
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Figure 2.4 (continued)

Features of Exemplary Programs for Beginning Teschers

Beginning Teacher
Induction Program

Reascn for Developing Theoretical Model Upom Problems of Beginning

the Progras

Which the Progras
Is Based

Teachar the Progras
Addressas

Solutions the Purogram
Proposea for
SBeginning Teachers

Scatewide Nodel:

Ceorgie Departsent
of Education,
Atlanta, CA

Ceorgia Progras
Competeacy Plan

Teacher Corps Models:

San Jose Unified/
Stanford Universizy,
Stanford, CA

Q

ERIC

Aruitoxt provided by Eic:

1) On-the-jobd perfor-
mance standards
developed from re-
cognition that &
yvea~s of coliege
education NOt pre-
paring Ceorgia
teachers in:

a) content area

) teaching skills

c) communicacion
skills

husan relation

skills

Developed £O essess

student & beginning

teachers

Teacher education &

certification func-

tions should be sep
arated

Tescher ed should

continue into ini~-

tial vears of em-
plovment

d)

¥y

3)

1) To {mprove educa-
tion in low income
communities by:

s) laproving the
school ¢limate
foproving the
personnel de-
velopsant svs-
tecx for people
working in the
schools

To provide & means
for contimuation
of educational is-
provesents after
fadersl funding
ends

To assist other
schools & dis-
tricis in sdspt-
ing educational
isprovenents
which have been
successfully fm-
piemented by

this project

b)

2)

3)

- 1)

Though performance-
based cartification in
Georgis serves primar-
ily as a EKinimm cos-
patency verification
process for licensure
of teschers, it glso
serves to facilitate
the trans{tion frow
training to employment
with assessment Tesults
providing a needs as-
sessnent on which local
educat{onal sgencies
can base seanfagful
opportunities for 3.7,

To {ntegrate three
separete aspacts of
teacher preparation:
a) Coursework at
Stanford caspus
Inservice work in
the schools
Inservice work in
the comRunity
Responding to the
sducational needs of
the childrem froms
lov income minority
aress

b)
<)
2)

1} In rsalfity, the
program offers no
solutions-but es-
tadlishes clear
expectations for
3.7,

Provides for an
assessment of
performance on the
{od which csn de
utilized as & needs
assessment on which
scaff development
opportun. may be
based

1) Inducting the intern
{nto the school
during the first
yvear after they have
bean able to observe
a variety of grade
levels and teaching
styles

Pairing the interns
with cooperating
teschers during the
£{rst vear upon ad-
visesent of project
staff

Involvéing the in-~
terns in the com-
sunity on & project
estadlished upon
reconnsendation of

a community council
Providing second
year interns with
full responsidility
for a classroox
with supervision
from university and
schoel district
Involving the in-
tern with the pro-
ject teams in
cresting and par-
ticipating in
special inservice
workshops

2)

H

&)

$)

BEST COPY AVAILABLE
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Aruitoxt provided by Eic:
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Critical Components
of the Program

Problemws Encountered
¢n Developing and
Opersting cthe Program

Major Changes That
Bave Occurred in
the Progran

Techniques for Evalu-
ating the Progran's
Effectiveness

1) Teaching Field Cri-
terion Referenced
Tests

2) Teacher Performance
Assessment IRStru-
Mnts

3) The training pro-
gram designed to
train larger num-
ders of teachers &
sdministrators to
use the assassment
instrunents

4) lLarge number of lo-
cal sducation agency
paTronnel who've
been trained to
cojlect data on B.T.

5) The statewide net-
work of Regional
\ssessment Centers
with their staff &
support from the
State Dept. of Ed..
General Asse=bly,
and local aduc&tion
agencies
Performance~based
certificstion

1) A 2-yaar teacher
tnternship which
{nvolved
a) Coursevork &t the

university cakpusg
) Inservice work in
the schools
c) loservice work in
the comsunity

1) Georgia's teacher
shortage states low
salary scale is
detriment to am—
Ployment

2) Righ costs of pro-
gram maintenance

(Lester Soloson's

response:)
None

1) Inherent problams

in scheduling the in-

terus' time due to

r quirements of each

o. the three comspo-
nents of course~
work, tasching, and
community Savolve-
sent

2) Supervision & advise- 2) Coordinating the

sent by university,
school district, &
community members

3) Eight project teams
made up of repre-
seutstives from the
university, school
districe, & com~
munity

The projact teass

work in aress of

interest in the

project’s schools.

These fnclude:

a) Discipline prob-
lass

%) Reading skills

c) Math skills

d) Wricing skills

e) Multicultursl
aducation

f) Physical educa-
tion

§) Bil{nguel edu-
cation

h) Crisis Banagement

efforts of univer~
sity faculty, com-
mmnity sembers, &
school district
sdministrators

3) Creating s progras
which is mutuslly
advantsgeous to
the interests of
the intern, school
district, & uni-
varsity

This i85 2 very tev
progras.

The sssessment of stu-

dent teaching perfor-
mancs £n the original

pian is now optionsl &

if 4t is csrried out,
will de done by tha
training industry.

Not availadie for an-
other Year or two.
Full $mplementation of

* parformance based cer-

tification begins
5/1/80. HNowever, teli-
abilsicy & validity stu-
dies conducted ove: the
past 3 yaars have yield-
ad data to indicste ef-
fort in the right di-
rection,

Studies compering tchr.
parformance vith atu-
dent outcomes indicate
a positive correlation
betwaen tescher's per-
fcraance (TPPI) snd
student OULCOmeS.

1) This 4a the sscond 1) The Tescher Corps

4ect. Esch ysar
the progras em—
phasis changes~-

a) The interns go

through the

second ysar of

internship

d) The prograp is

evaluated

¢) Tunding s
terninstad

d) Dissamination
phase

of s five-yasr pro- Project has s pro-

4ect documentor
vhose duties include
deve'oping instru-
sants to provide
staff with informa-
tion for future
prograx planning
(formative)

2) Stanfeord Resaarch
Institute (SRI) has
bean selscted to
develop & implement
sn externsl evalua-
tion design for the
progras

3) Interns sre evalu-
ated dy:

a) Stanford faculty
b) A self-evelua-
tion instrument



246.

s

Figure 2.4 (continuesq)

Features of Exenplary Frograas for Eeginning Teachers

Beginning Teacher Resson for Developing Theorstical Mods!l Upon Problena of Beginning Solutions the Progras
induct fon Program the Progran which the Program Teachar th: Progras Proposes for
Is Based Addresses Beginning Teachere

Teacher Corps Models:

{cont 'd)
* western Washington 1) To ew require- 1) Demonstrate the 1) Maintenance of
: University sents for washing- abiliry to weat generic cospetencies
Bellingham, WA ton's continuing sinicux generis for initial cerci-
Teach certificate for etandards $ncluding: fication
eacnier LOFPE teschars of ad. 8) Xnowledge of 2) Modifying university
Project 2) Governance of teach- socio-cultural~ coureswork so that
er treining programs econosic differ~ it relstes to the
by university, ances & human ettainment of generic
school districe, & relations compatencies
cosmunity §roupe b) Kaouledge &
3} To prepars candi- skills necessary
dstes to demonstirate for communicazien
generic cospetences & consultation
recommanded by the ¢) Knowledge sbouz
state nesds & charsc-

teristics of ex-
ceptionsi stu-
dents

d) Knowledge about
scacol law

e) Knowladge sbout
televant profes~
sional organiza-
tion

f) Xnowladge of v-12
educaticasl set-
ting

2) Desonstrate know-

ledge & skills ne-

cessary for Sseting

generic cowpatencies

for a continuing

level certificare

incliuding:

2) staff development
& sypervision

b) profesaional devel-
opment

¢) resesrch & evalua-~
tion

d) referral agencies &
resourcy personnel

e) alternate grade level

oL 264 BEST COPY AVAILABL
ERIC ,‘ .

Aruitoxt provided by Eic:
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ERIC

Aruitoxt provided by Eic:

247.

Critical Componsnts
of the Program

Problams Encountersd
in Developing and
Opesating the Prograa

Major Changes That
Rave Occurred 4in
the Program

Tachniques for Evalu-
sting the Prograc's
Effectivenass

1) Field sxperience

2) Guidance by peers

3) Relating experiance
to theory

Gafnéng involvament
of professors of
cducation, &8 & gTOUp.

BEST COPY AVAILABLE

1) Changss Lt admin-
istrative level

2) Deans, department
chairmen, pubdlic
school adminis-
trators, officers
§{n tescher unions
have supporzed &
participated in
planning new fiald-
based prograss

<63

Not availsble yet.
Professors avarded
$1,000 for new courses
asked for evalustion
critersa.
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APPENDIX A

Survey Forms for
Staff and Participants
of Case Study Sites

270
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For Begianing Teachers

- A SURVEY OF VIEWS
ABOUT BEGINNING TEACHER
INDUCTION PROGRAMS

BEGINNING TEACHER INDUCTION PROGRAM PROJECT

A Study Conducted By
. Educational Testing Service
- Princeton, New Jersey
for the National Inmstitute of Education
Contract No. &00=-78-0069

NAME :

PROGRAM NAME:

LOCATION:

YOUR POSITION IN INDUCTION PROGRAX:

AMOUNT OF TIME IN PROGRAM:
OTEER EXPERIENCE IN BEGINNING TEACKER INDUCTION PROGRAMS (Suwmarize briefly):

W

July 1979

R N
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Purposes of Inductfon Programs

A. The folloving s & list of general purposes for creating beginning teacher
foduction programs. For beth Intern and Beginning Teacher Progzams, indicate
your judgmesnt as to vhether esch of these purposes are (1) primary purposes,
(2) secondary purposes or (3) irrelevant. For exsmple, for mumbder 1, if you
thiok "Io recruit different kinds of perspective teachers™ is s primary pur-
pose of intern programs, mark 1 in the space provided for your ratinmg. If
you think 4t &5 8 secondsry purpose, write a 2; {f St 4s irrelevsant, write a 3.

Rating oges d Progracs
intern Progracs

1. To rvecruit different kinds of prospective teachers, e.g., with
soc-education B.A. degrees

2. To promote career changes

3. To provide sn opportunity to “esrn vhile you leamn”

4. To meet the critical special staffing peeds of school districts

SE—
Smr——
———
t—

Beginning Teacher Programs

5. 7To provide supervised teaching experience

6. . To help beginning teschers solve thesr problems sssociated
with the classroom :

7. To provide beginnipg teachers with systemstic opportunities to
work with colleagues on curriculum apd instruction

8. To provide begincing teachers with ocpportunities to coilect,
creste and use suitadble {nstructiosal materials

Poth Kinds of Prograus

S. To provide special skill trafping not otherwi.se available

10. To eacourage rapid professionsl growth

I1l. To provide the opportunity to learn the technical skills of
teaching

§2. To expand teachers’ kmowledze of subject(s) they teach

13. To expsnd teachers’ interpersonal skills

14. To previde teachers with sympathetic sud personsl support

Other: (please spacify)

Coments:

Q)
-
OO

[PORE, PIRT PRSI e PP o T oL TR matad
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Part 11

1z this section we ask your perceptions regarding the problems of beginning
teachers, and what you consider to be the most effective point in the teachers’
development to learn to solve each of these problems. By "learning to solve these
prodblems"” we mean recognizing the problem, understanding its major feltures,-
knowing one or more ways the problem may be sclved, attempting to effect solutions,
and evaluating the attempted solution. We do not mean that the beginning teacher
{s necessarily highly proficient in all these respects; rather, that he or she has
tecognized the problem and is attempting to work om its solution.

We have organized the problems fscing beginmning teschers into four major
categories: A) Learning to imstruct, B) Learning about the pupil population,
C) Learning about the school &s &n instructionpal systed &nd D) Learning about
the school as & socisl system. Although we have tried to list as many potential
problexs as possibie, we fnvite you toO add to the list &f you think we have

overlooked & significant problem,

273
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Directions

First, we wish you to iodicste how serious each potential problem is.
io the pages that follow, fandicate in the first set of ratings your judgement’of
whether it is & E;g;gggl proolen for beginning teachers, & gggnifgcant problex of
a3 ynimporgant problem. Respond to each problem by cdrcling the "1 if you think it
i+ & critical problem, "2" 4f it &5 a significsnt problem, cr "3" if £t is an
usoimportsnt problex. |

Next we wish you to indicste at which point in shs tesache: ' devalopment
these problews can bést be sddressed. The second set of ratings are for indicating
your choices. Some problems may be solved (as previourly defiped) before the
dinduction prégram. For example, the beginoning teacher can learn sbout the formal
organizatiorn of schuols and school systems in & course taken as ao unde;gzadua:e.
If you think that the pfoblcm can be best "golved“ before the 1nd§ction {s under~
taken, circle an "A" i{ndicating "PRE-INDUCTION" program lzarning.

On the other hand, the begiuning tescher can best learn to solve some picblems

orly by actuai ciassroom tesching. If for sxsmplie, you think developing daily

lesson plsns can best be learnes by working io a liczited capacity, as in student
teaching, circle a “B" for “STUDENT TEACHING",
1£, howvever, you think this problem can best be solved by having full respon-
sibiifey #c in an induction program citcle the "C" {ndicatisg "INDUCIION PROGRAM"',
The beginning teacher will lesrn to wolve yet other problems only sfter
s period of inisial experience. If you thiok & problem will best be solved
aiter the So~uction prograr, circle "D" for "IN SERVICE",
| For casy referecce, the rst;ngs for »~th guestions are repeated lt/the bottoc

of cnch'page. Plzase select only one nusber and one letter for each problem.

R74
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255.
A. learning to Imstruct. The Beginning
Teacher nceds to soive the problems Best place to
of: How Serious? learn tc golve?
1. Preparing long sange ylans i 2 3 A B C D
2. Setting realistic objectives i 2 3 A B € D
3. Developing dasily lesson plans (cbjec~
tives, strategies, msterials, etc.) i 2 3 A B C D
4. Locating and using suitable resources
(pecple, places, materials) 1 2 3 A B C€C D
5. Giving students useful and sppro-
priate feedback 1 2 3 A B3 C D
3 6. Creating an effective learning climate
through maaipulating the physical
environment i 6\2 3 a4 B ¢ D
7. Developing students’ motivation for
iastruction I 2 3 A B C D
8. Usiog appropriate teaching strategies
(zsetheds) 1 2 3 A B C D
§. Koowing when and how to vary from the
lesson plan during “imstruction" 1 2 3 A B C D
10. Crganizing groups for inmstruction 1 2 3 A& B C D
i11. Manoging children who are temporarily
without self-control (in erisis, in
conflict with others, overly fatigued,
G:Co) t 2 3 A B C D
12, Setting and maintaining stsndards for
classroon behavior I 2 3 i B € D.
13. Evaluating fomstruction (objectives,
strategies, materisls, etc.) 1 2 3 A 3 € D
RATINGS:
How serious? Best place to learn to solve the problez’
1. Critical A. Pre-lInduction
2., Bignificant 5. Student Teaching
3. Unimportant C. Induction (Intern or Beginning Teacher)

D. Ip=-Service
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Best place to
A. (continued) How Serious? dearn to solve?
14. Modifying Snstruction based on eval- 1 2 3 A B C D

ustiosn

1ist other important problems {n learning
to instruct:

1 2 3 A B C D
i 2 3 A B € D
1 2 3 A B C D
B. Learning about the Pupil Population. The
Beginning Teacher needs to solve the
problems of:
15. Determining the range of intellectual
abilities in the classroom i 2 3 A B C D
16. Determining the range of social abil-
ities in the classroon 1 2 3 A B C D
17. Determining the range of psychomotor
abilities ip the classrcom (K-6 only) 1 2 3 A B C D
18. Deterainicg the rasge of emogional
matuzrity iz the classroom i 2 3 A B C D
1. ldectifying different achievement levels
in the classroon ; 12 3 A B ¢ D
\ '
20. Legrning prevalent community and pupil
attitudes toward educat on i 2 3 A B € D
2l. Identifving individual student &ttitudes
and pr; :rences (through pupil inter-
viewing and other means) i 2 3 A B € D
22. ldentifying i{ndividual student self expec-
tatioos for ach.evement or performance i 2 3 A %8 € D
RATINGS:
How serfous? Best place to learn to solve the problen?
1. Critical A. Pre-Inductdion
2. Siguiffcant B. Student Teaching
3. Unisportsnt C. Inductiou (Intern or Beginning Teacher)

D. Ip~Service

276
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Best place to
8. (contipued) Eow Serious? learn to solve?

23, Identi{fying student interests and vslues
(through pupil interviewing and other
WRADS ) i 2 3 A B C D

24. Interviewing parents to learn their
specific values and sttitudes towards
education 1 2 3 A 38 C D

25. Interviewins parents with regard to
their expectations for their child’s

achievement 1 2 3 4 B € D
26. ldentifying the social roles taken by
children in the cisssroom 1 2 3 A B C D
27. Evalusting and interpreting records
(including test scotes) i 2 3 A B C D
28. Keeping pupil records for inmstructional
purposes i 2 3 A B C D
25, Interviewing pupil’s former teachers and
other educational personpel 1 * 3 . A B € D
30. Establishing effective rewvards and
punishments for individusl children i 2 3 A 8 € D
List other problems in learning abuut pupil
populations
1 2 3 A B C D
1 2 3 4 B € D
1 2 3 A B € D
RATINGS:
How serious? Best place to learn to solve the problem?
1. Critical A. Pre-Ipduction
2. Significunt 3. Student Teaching
3. Unimportant C. - Induction (Intern or Beginning Teacher)

D. In=-Service

| « 277
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C. Learning sbout the School ss &n Inst opal

Syeten. The Beginning Teacher must solve Best place to
problems of: How Serious? dearn tc solve?

31. Learning official curriculum gosls,
requirepents and restrictions 1 2 3 A B C D

32. Learning district approved expectations
and stendards for achievenent 1 2 3 A B8 C D

T 33. Identifying the official system of
; teaching resource persomnel and
materials 1 2 3 A B C D

34. Learning how teachers sre formally eval-
usted and rewarded 1 2 3 A B C D

35, Identifying sancticned sources of pro-
fessionsl development including pro-
fessional organizations 1 2 3 A B C D

36. Establishing how the staff is to be
organized for fmstruction (e.g. team
teaching, departmentalization, age
level combinations) ' 1 2 3 A B C 2

37. Following formal routines, rules, pro-
) cedures, and policies for meeting class-
rooc needs (e.g. ordering materials,
using ditto machine, requesting released
tize, scheduling field trips, keeping
attendance, grading) 1 2 3 A B C D

38. Anticipating and sccommodating to formal
school-wide and district-wide schedules
(e.g. micimuc days, parent conferences,

testing programs) 1 2 3 A B € D
3. Determining iuformal, unwritten rules
y for teacher conduct sround the school I 2 3 A B C D
RATINGS:
How serious? Best place to learn to solve the problex?
) lJ. Critfical - A. Pre-Induction
* 2. Significant B. Student Teaching
3. Unimpportant €. Ipduction (Intern or Beginning Teacher)

D. In-Service
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Best place to
C. (continued) on ous dearn vo solve?

40. Determining informal adzinistrators’ and
collesgues’ sxpectations for teaching

methods 1 2 3 A B C D

4l. Distinguishing between approved and dis-

approved methods of classroom management
and discipline i 2 3 A B € D

42. Determining the unwritten rules for
student conduct i 2 3 A B € D

43. Finding usahle sources from peers or

other school personnel on advice regarding
curriculum 1 2 3 A B C D

44. Finding resources in the neighboring coo~
munity who can supplement the instruct-
iopnal program (e.g. parents, church
groups, private industry) i 2 3 A B C D

List other problems in learning about the
school as an instructional systen:

i 2 3 A B C D
1 2 3 A B C D
i 2 3 A B C D
D. Learning about the School &5 & Socisl System.
The Beginning Teacher must solve problems
{ovolving:
45. Learning the official roles and respon-
sibilities of the personnel who dre part
’ of the Central Office Organi{zation 1 2 3 A B C D
46. Learning the actual procedures by which
decisions are made in the school i 2 3 A B C D
RATINGS:
Bow serious? Best place to learn to solve <he problew’
l. Criticsl A. Pre-lnduction
2., Significant B. Studen: Teaching
3. Unimportant C. I.duction (Intern or Beginning Teacher)

D. In=-Service

B 0y ry
e <79
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Best place ®o
D. (continued) Bow Serjous? Jearn to solve?

: &7. Learping the official decision-making
- hiersschy and procedures ip the school 1 2 3 A B C D

48. Learsipg the formal roles snd responsi-
bilities of suxillary school personnel
such as school psychologists, counselorss,
o nurses, librarians, langusge speech and
- heazing specialists 1 2 3 A B C D

4S. Determining which colleagues are sost
influential in school decision making i 2 3 A B C D

50, Determining which parents or groups of
» parents are most influential in school
decision-making i 2 3 A 8 € D

51. Learning which social groups exist among
the school staff i 2 3 A 3 C D

52. Identifyisg which teachers are most and
least respectad DY peers i1 2 3 A B C D

53, Determining informal rules fcr teacher
cooduct avay from school 1 2 3 A B C D

54. ldertifying peers or other school per-
socnel wheo may provide emotional support
and reassurance when needed i 2 3 A B8 € D

55, Learning about differert subgroups of
students based on iste.ests values,
backgrounds, etc. . 1 2 3 A B C D

56, Ildentifying lesders and standard setters
amosg the pupils ! 2 3 A B C D

57. Determining the reputation and status of
locsl teacher organizations, sources of
{nservice education, and other school

relsted orzanizatiens 1 2 3 A B C D
RATINGS:
How seriocus’? Best place to learn tc solve the problec?
1. Critical A. Pre-lpduction
2. Significant - B. Student Lsaching .
3. Unimportant C. 1nduction (Intern or Beginning Teacher)

D. Iln-Service
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Best place to

D. (contipued) How Serious? learn to solve?
58, Determining the role and expectations
for the scheol by the local community 1 2 3 A B C D

List other problems 4n learning about the
school as a social system:

i 2 3 A B € D
i 2 3 A B C D
1 2 3 A B C D
RATINGS:

How serious? Best place to iearn to solve the problenm?

1. Critical A. Pre~loduction

2. Significant B. Student Taaching

3. Unimportant C. Induction (lotern er Begimning Teacher)

D. Ip-Sexvice
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For Implementors: Supervisors,
administrators from Participating

A SURVEY OF VIEWS Schools, faculty

ABOUT BEGINNING TEACHEPR

INDUCTION PROGRAMS

BECINNING TEACHMER INDUCTION PROGRAM PROJECI

A Study Conducted By
Educationsl Testipng Service
Princeton, New Jersey
for the Natfonal Institute of Education
Contract No. &00-78-0069

NAME :

PROGRAM NAMEL:

LOCATION:

YOUR POSITION IN INDUCTION PROGRAM:

AMOUNT OF TIME IN "ROGRAM:

OTHER EXPERIENCE .N BEGINNING TEACHER INDUCTION PROGRAMS (Summarize briefly):

July 197§

-

N
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INTRODUCTION

This survey has three major parts. Part 1 &5 s survey of views
oo the policy {ssues relevant to Induction Programs. This part of
the curvey has also besa sent to policy-makers and leaders of Tpinion
in education, Parts II and III ask for yous viaws in considersble
detail. In Part II ve ask your views on the problems of beginning
teachers; in Part III, your views on the critical features of induction

programss. We sre also soliciting oo what is (or vas) done ip your

prograc as well as your views about vhat should bde done. Specific
directions are given at the beginning of each of thesz sections. As you
respond, plesse consider how an dinduction prrgram will help begipning

teachers become effective teachers. For the purposes of this survey wve

have defined a begianing teacher induction propram sc one which 36

designed specificallv to assis: pew teachers through their first vesr of

teaching. This systemstic prograz may be local or regionmsl, and may or
may oot {nvolve an institution of higher education. In such a prograc,
the participating new teachers heve full responsibility for planning and
conducting inmstructfon for & class or set of classes. Begicning teschers,
often called provisional teachers, ioterns (Oregon), resident teachers
(Wisconsin), a probationary teacher, or some oither ters to distipguish
them from experienced teachers, work full-time or with somewhat reduced
vork lcad, have previously been certified provisiomally or fully and &rte
receiving cospensation from the district. At lesst two genersl kinds of
{nduction programs are aveiladle: Intern programs, where the teachers
have pot done student teschins and have ties to an institutiop of higher
education; and & Deginning tescher program, where the teachers have

had prior student teaching experience or are fully credentisled.
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£ ctfon

A. The following is & 1ist of general purposes for creating begimning teacher
fnduction prograns. For both Intern and Beginning Tescher Programs, indicate
your judgment as to vhether esch of these purposes are (1) primary purposes,
(2) secondary purposes or (3) irrelevant. For example, for number 1, £f you
thisk "o recruit different kinds of perspective teachers" s & primary pur-
pose of intern programs, mark 1 4o the space provided for your ratipg. If
you think it 4s & secondary pucpose, write a 2; £f it &5 Srrelevant, write a 3.

Ratinpg | oses d on Programs
intern Progrgcs

1. 7o recruit different kinds of prospective teachers, ¢.g., with
nop=-education B.A. degrees

2. Tc promote career changes

3. To provide an opportunity tc "earn while you learn"

4. To meet the critical special staffing needs of school districts

Beginning Teacher Programs

5. To provide supesvised teaching experience

€. . To help beginning teachers solve their problems associaced
wiith the classroon

7. To provide beginning teachers with systematic opportunities to
work with colleagues on curriculum and dustruction

8. 7o provide begipning teachers with opportunities to collect,
create and use suitadle ipstructional materials

Both Kinds of Programs

9. To provide special skill training not otherwise available
10. To encouzage rapid professional growth
1l. To provide the opportunity to learn the techpicsl ski.ls of
teaching
12, To expand teschers’ koowledge of subject(s) they teach
13. To expand teachers’ interparsonsl skills
14. To provide teachers with sympathetic snd personal support

11T

Other: (please specify)

Comments:
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Pazt 11

In this section we ask your perceptions regarding the problewms of beginningu'
teachers, &nd what you consider to be the most effective point in the teachers’
development to learn to solve each of these problems. By "learning to solve these
problems" we mean recognizitng the problem, understanding its major festures,
koowing one or more ways the problem may be solved, attempting to e“fect solutions,
and evalu: ing the attespted sclution. We do not mesn that the beginning teacher
is necessarily highly proficient in all these respects; rather, that he or she has
recognized the problem and is attempting to work on its solution.

We have organized the problems facing beginning teachers into four major
categories: A) Learnming to imstruct, B) lLearning about the pupil populatior,

C) Learning about the school as an instructiomal system &nd D) Learning about
the school 85 & social system. Althbough we have tried to list as many potential
problems as possible, we invite you to add to the list if you think we have

overlooked & significant problex.

R85
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Directions

First, we wish you to indicate how serious each potential prodblem is.

In the pages that follow, indicatc 4n the first set of ratings your judgement of
whether it is a gritical problem for beginning teachers, & $ifnificant problem cr
an unimportant problem. Respond to sach problem by circlimg the "1" 4f you think it
is & critical problem, "2" 4f it is & sigoificant problem, or "3" {f it is an
unioportant problem.

Neit we wish you to indicate at which point in the teachers’ de .lopment
these problems can best be addressed. The second set of ratings are for indicating
your choices. Some problems may be solved (as previocusly defined) before the
induction prograc. For example, the beginning teacher can learn about the formal
organization of schools and school systems in a course taken as an undergraduate.
If you think thet the problem can be best "solved" before the induction is under-
taken, circle an "A" ipdicating "PRE-INDUCTION" program leasrning.

On the other hand, the beginning teacher can best learn to solve some problems
ooly by actual classrocom teaching. If for example, you thinkféeveloping"daily
lesson plans can best be learned by working im a limited czpacity, 8&s in ntgdent
teaching, circle a "B" for "STUDENT TEACEING'".

1£, however, you think this problem can best de solvad by having full respon-
sibility a5 in an induction program circle the "C" {ndicuting "INDUCTION PROGRAM".

The beginning teacher will learn to solve yet other problems only sfter
& period of initial experience. 1f you thipk a problem will best be solved
sfter the {nduction program, circle "D" for "IN SERVICE",

For easy reference, the ratimgs for both questions are repeated at the bottoc

of each psge. Please select only one number and ome letter for each problem.

14V)
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A. Lesrning to Instruct. The Beginning

Teacher peeds to solve the problems Best place to

of: How Serious? Aearn to solve?
1. Preparing lomg range plans ] 2 3 A B C D
2. Settipg realistic obiectives 12 3 A B C 1

3. Developing daily Jevson plans (objec~
tives, strategies, materials, etc.) i 2 3 A R C€C D

4. Locsting and using suitable resources
(people, places, materials) i 2 3 A B C D

5. GCiving students useful and sppro-
priate feedback 1 2 3 A B8 € D

6. Cresting an effective learning climate
through wmanipulating the physical

environment 1 2 3 A B C D
7. Developing students’ motivation for
instruction 1 2 3 A B C D
8. Using appropriate teaching strategies
(methods) ‘ i 2 3 A B C D
§. Knowi{ng when and how to vary frox the
lesson plan during "instruction” 1 2 3 A B C D
i0. Organi.ing groups £or 4dmstructicn . i 2 3 A B C D
11, Maraging children who are temporarily
without s lf=-control (.n e¢risis, in
conflict with others, overly fatigued,
etc.) i 2 3 A B C D
12, Setting an’ naintaining standards for
classroom behavior 1 2 3 A B C D
13. Evaluating {mstruction (obiectives,
strategies, materials, etc.) 1 2 3 A B C o)
RATINGS:
How serious? Best place to learm to solve the problec?
1., Critdcal A, YPre-Induction
2. S4gnificant B. Student Teaching
3. Unipportant C. induction (Intern or Beginning Teacher)

D. In=Service
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Best place to

A. (contipued) How Serious? learn to solve?
14. Modis 3 imstruction based on eval- 1 2 3 A B ¢ D
ustion

Li{st other important problems in learning
to instruct:

i 2 3 A B C D
\ 1 2 3 A B C D
1 2 3 A B € D
B. Learnimg about the Pupil Population. The
Beginning Teacher needs to sclve the
problems of:
15. Determining the range of intellectual
sbilities in the classroon 1 2 3 A B C D
16. Determining the range of social abil-
ities in the classroom 1 2 3 A B C D
17. Determining the range of psychomotor
abilsties in the classroozn {K-~6 only) i 2 3 A B € D
18. Determining the range of emotional
maturity in the classroom 1 2 3 A B C D
19, Ildentifying different achievement levels
in the classroon 1 2 3 A B C D
20. Learning prevalent community and pupil
attitudes toward education 1 2 3 A B € D
2l1. Ildentifying individual student attitudes
and preferences (through pupil inter~
viewing and uther means) 1 2 3 A B C D
22, ldentifying individual student self expec~
tations for achievement or performance 1 2 3 A B C D
. RATINGS:
How serious? _ Best place to leirn to solve the problec?
1. Critical A. Pre-lnduction
2. Significant B. BStudent Teaching
3. Unisportast C. Induction (Intern or Beginning Teacher)

D. 1Ip-Service
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B. (continued)

Best place to
How Serious? Jearn to solve?

23. Identifying student interests ané values
(through pupil Lntervievwing and other
Beans ) 1 2 3 A B C D
24, Interviewing parents to learm their
speci{fic values and attitudes towards
educagion 1 2 3 A P C D
25. Interviewing parents with regard to
their expectations for their child’s
achievenent i 2 3 A B C D
26, Ildentifying the social roles taken by
children 4in the classroom 1 2 3 A B C #p
27. Evaluatinsfind interpreting records
{including test scores) i 2 3 A B C D
28, Keeping pupil records for izstructional
puUrposes i 2 3 A B C D
25. Interviewing pupil’s former teachers and
other educational personnel 1 2 3 A B C D
30. Establishing effective rewards and
punishoents for individual children i 2 3 A 83 C D
List other problems in learning about pupil
populations
| 1 2 3 4 B C D
//
’ . 1 2 3 A B C D
i 2 3 A 8 C D
RATIRGS:
How seriocus? Best place to learn to solve the problex?
1. Critical A. Pre=-Induction
2. Significant 8. Student Teaching
3. Unigportant €. Induction (Intern or Beginning Teacher)

D. In=3ervice
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C. Learnsing sbout the School as as Instructiomal

System. The Begioning Teacher must solve Best place to
problems of: How Serious? learn to sclve?

31. Learning official curriculum goals,
requirements and cestrictions 1 2 3 A B C D

32, Learning district spproved expectations
and standards for schisvement 1 2 3 A B C D

33, Identifying the official system of
teaching resource personnel and
materials , 1 2 3 A B C D

34. Learnipg how teachers are formally eval-
uasted and rewarded 1 2 3 A B C D

35, 1dentifying sanctioned sources of pro-
fessional development including pro-
fessional organizations ¥ 2 3 A B € D

36. Estadlishing ho the staff is to be
organized for instruction (e.g. teax
teaching, departmentalization, sge
level combipations) i1 2 3 A 8 C D

37. Following formal routines, rules, pro-
cedures, and policies for meating class-
roon needs (e.g. ordering materials,
using ditto machine, requesting released
time, scheduling field trips, keeping
sttendance, grading) ‘ i 2 3 A B ¢ D

38. Anticipating and accommodating to formal
schocl=wide and district-wide schedules
(e.g. minipum days, parent conferences,

./:

testing Programs). I 2 3 A B C D
3. Determining informal, unwritten rules
for teacher conduct around the school 1 2 3 A B C D
RATINGS:

How serivus? Bes: place to learn to solve the problem?
1. Critical A. Pre~lpduction
2. Significant B. Student Teaching
3. Unimportant C. 1Induction (Intern or Begimning Teacher)

D. la=Service
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Best place to

C. (continued) Bow Sezious? jearn to solve?

- 40. Determining informal administrators’ and
. : colleagues’ expectations for teaching
sethods : 1 2 3 A B C D

4l. Distinguishing between approved and dis-
- spproved methods of classrocnm management

- and discipline i 2 3 A B C D
42. Determining the unwritten rules for '
student conduct 1 2 3 A B C D
3 43. TFinding usable sources from peers or
, other school personnel on advice regarding
curriculum i 2 3 A B C D
44. Finding resources in the neighboring conm-
| ounity wvho can supplement the {nstruct~
- ional program (e.g. parents, church
) groups, private industry) 3 2 3 A B ¢ D
List other problems in learning sabour the
s=hool a5 an instructional system:
1 2 3 A 3B C D
i 2 3 A B ¢ D
1 2 3 A B C D
- D. Lesrning sbout the School as a Social System.
Tiie Begioning Teacher mist solve problexs
{uvolving:
45, Learning the official roles and respon~-
- sibilitias of the personnel who are part
T of the Central Office Organization i 2 3 A 3B C D
46. Learning the actual procedures by which
decisions ure made in the school 1 2 3 A 3 ¢ D
RATINGS:
\\
‘ Eow serious? Best place to learn to solve the problem’
» C 1. Critical A. Pre-~induction
: 2., Significant B. Siudent Teaching
~ : 3. Unimportant C. Indguction (Intern or Beginping Teacher)

D. ln=-Service
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Best place to
DP. (costinued) How Sersous? learn to solve?

47. Learping the official decision-making
hiezarchy and procedures in the school ! 2 3 A B C D

48. Learning the formal roles and responsi-
bilities of auxillary school perscanel
such as schowl psychelogists, counselors,
surtses, lihrarians, language speech and :
hearing specialists z 1 2 3 A B C D

49. Determining which colleagues are most
v influentfial in school decision making 1 2 3 A B C D

50, Determining which parents or groups of
parents are most influential in school
decision-making 1 2 3 A B C D

51. Learning which social groups exist among
the schosl staff : 1 2 3 A B C D

52. ldentifying which teachers are most and : .
least respected by peers i 2 3 A B C D

33. Determining informal rules for teacher
conduct away from school i 2 3 A B € D

54, 1dentifying peers cr other school per-
sonnel who may provide emotiocnal support
and resssurance vhen needed 1 2 3 A B C D

55. Learning about different subgroups of
studeuts based on interests values,
backgrounds, etc. 1 2 3 A B € D

56, Ildentifying leaders and standard setters
among the pupils 1 2 3 A B € D

57. Determining the reputation and status of
local teacher corganizations, sources of
inservice education, and other school

related organizations 1 2 3 A B € D
RATINGS:
How serious? Best place to learn to solve the probler?
1. Critical A. Pre-lInduction
2. Significant B. Student Teaching
3. Unimpportant C. Ilpnduction (Intern or Beginning Teacher)

D. In=-Service
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Best place'to
D. ({continued) How Serious? learn to solve?

58. Determining the role and expectations
for the school by the local community i 2 3 A B C D

List other problems .n leatning about the
school as 8 social system:

1 2 3 A B C ©
1 2 3 A B C D
1 2 3 A B3 C 1
RATINGS:

Eow serious? Best place to learn to solve the problex!

1. Critical A. Pre-Induction

2. Significant B. Student Teaching

3. ¥ Uni{mportant C. Induction (Intern or Beginning Teacher)

D. In=Service

oo
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Critical Components of Induction Programs

Direciions -~ Pgrt 1l

Recall that ve msas by an Induction program, one in which 7z beginning tescher
is responsible for one ©or more classes. During the school year this teaching
experience {s only one festure of an induction program. It may be supplemented by
other activities and supported by guidance, instruction, and evaluatfon of a
variety of school and university personnel. Programs differ from sach other in
these other features; some rTequire sexperiences Ilike microteaching, observing
sxperienced tsachess, and tutoring defore the Lnternship tsaching; others do not.
Cooperating teachers advise and Cuﬁpot: the Deginning tescher in most programs, in
others they also;cvaiuate the participant. Some cf these arrangements are iikely
to be more isportant than others 4n helping the beginning teacher to become ar
effective, experianced, tescher. |

Ic this section ve are interested in how your particular prograz operates
(either another prograc or & begimning tescher program). Also o this section ve
vaat ym;r {deas which aspects of the {pduction re ticel &£ the

rogran &5 to produce effective teachers. Descriptions of different wasys to
orgioize an {nduction program are listed. Some describe different kimds of
experiences vhich the part!!gg:::l migint have; others describe the characteristics
and responsidilities of the person conducting the progras. We are asking you to.
iodicate which experiences or characteristics or responsidilities are Yeriticsl’.

"Cricdecal" one which ot D&r ograxc., tha particéipants are less

fkelvy oy unl{kel one v chers will s effective than the

sighe have been had they had the experiepce. 4 criticel cheracteristic or respon-

he parti-

A0S Decome @ Ve,

PLEASE CHECK the option that best descrides your program.
Intern || Beginning Tescher [_ | Other R
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A. CRITICAL ELEMENTS OF THE INDUCTEE®S FIELD EXPERIENCE
- It this section you are asked to give two kinds of fnformstion. First, bow

criticai {s sach of the features listed below and secondly, does your prograx
duclude the stated characteristic? Please use the folloving ratings:

Bow critical is this feature? , Does your prograzs provide this festure?
1. Critical--Should Provide A. Provided for all participasts

2. Desirsble—Not Critical 3. Provided for some participasts

3. &hould kot Provide ' €. Doces mot provide

D. Den’t know

Provided
FEATURES OF TEE INSTRUCTIONAL SETIING Bow Criticsl? ip Your Prograo
- For doth Elementsry and
Secondsry beginning teachers

1. Teach full {nstruction load 4-5 periods )

for school year 1 2 3 A B8 € D
2. Teach reduced fastructionsl load (2-3 '

periods) for school yesr 1 2 ¥ A 3 C D
3., Other losd arrangements (please specify *

on back of this page) 1 2 3 A B C D
4. Teach in "one tescher" self-conzained :

classzoom i 2 3 A 3 C D
5. Teach in tean situation 1 2 3 A 3 € D
6. Opportunity to aslect, use, OF develop &

wide variety of cugriculuc saterials i 2 3 A 3 C D
7. Opportunity to use & variety of teaching

strategies (e.g., didactic, heuristic, etc.) I 2 3 A 83 € D
8. Opportunity tc use a variety of techniques

to evaluate student progress (asecdotal

records, group discussions, vork samples,

project work, pupil self-report, etc.) 1 2 3 A 3 C B
9. Opportunity to diagoose and prescribe

{nstruction for {ndividual students i 2 3 A B C B

Rl ' =95
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Provided
FEATURES OF THE INSTRUCTIONAL SETTING Bow Critical? 4o Your Program
For Elementsry teachers:
10. Teach full rasnge of subjects I 2 3 A B € D
1l. Some emphssis given to area of special~ ]
{sation (e.g., reading, art, math, mugic) 1 2 3 A "B C D
12. Teach primarily in area of specialization 1 2 3 A B C D
13. Teach multi-age groups in one instrucrional
setting i 2 3 A B C D
14. Teach subject areas independently of one
another 1 2 3 A B € D
15. Teach subject aress in an integrated cur-
riculus (e.g., thematic approsch: through
the social studies, the srts, etc.) 1 2 3 . A B C D
For Secondary Teachers:
16, Teach several different courses in major
field (e.g., English Composition, Americsn
Literature) 1 2 3 A B € D
17. Teach the same course in major field for
several periods (e.g., Algebrs 1) i 2 3 A B C D
18. Teach courses in doth mejor and minor
fields (e.g., math and science) i 2 3 A4 B C D
15. Teach oaly courses in minor field Il 2 3 4 3 € D
20. Teach 4a &n interdisciplinary progran 1 2 3 A B8 C D
How critical is this feature? Does your program provide this feature?
1. Critical=~Should Provide A, Provided for sll partfcipants
2. Desirsble-~Not Crirical B. Provided for some participants

3. Should Not Provide C. Dots not provide
D, Don’t know

238
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Provided
TYPES OF STUDENTS Bow Cxritdfcal? 4n Youxr Program
21. Experience with students st only one grade
level (e.g., sscond grade) 1 2 3 A B C D
22. Experieace with students 2zt different
grade levels : 1 2 3 A B C D
23. Experience with students of only one
ability level (homogeneous grouping) 1 2 3 A B C D
24, Experience with students of different ‘
ability levels (heterogeneous grouping) 1 2 3 A B C D
25, Students in one type of school (e.g.,,
large urban vs. suburban) i 2 3 A B C D
26, Students in different types of schocls
(esg., inner=city E.S5. and suburban H.S.) 1 2 .3 A B € D
27. Students of different ethnic/cultural
backgrounds 1 2 3 A B C D
28, Students of only one ethnic/cultural
background i 2 3 A B C D
TYPES OF ACTIVITIES
2S. Conduct parent~-teacher conferences 1 2 3 A B C D
30. Advise & student club or activity 1 2 3 A B € D
31. Participate in faculty meeting 1 2 3 A B C D
32, Participate in faculty committees 1 2z 3 A B8 € D
33, Participate in curriculum development
activities i 2 3 A B C D
Bow critical is this feature? Does your progres provide this feature?
1. Critical--Should Provide A. Provided for all participants
2. Desirable-~Not Critical B. Provided for some participants
3. Should Kot Provide C. Does not provide

D. Don’t know

"y £ 235)7’
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34, Pacticipate in teacher orgsnization

sctivities

)]

J

OTEER FEATURES
(Please spacify)

27S.

Provided

How Criticsl? in Your Prograc

>

S
1 2 3 A B C D
XZS(_A\BCD
I 2 3 A B C D

Bow critical’'dis t.is festure”? Does
J. Critical=-=Should Provide A.
2. Desiradle-~Not Critical 3.
3., Should Not Provide cC.

D.

your progran provide this feature?

Provided for all participants
Provided for some participants
Does not provide

Don’t know
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B. MODEL FOR THE SUPERVISION OF INDUCTEES
Rirections:

_Educa:ors generally agree that the supervision of the beginning teacher is
very {mportant. We are not, therefore, #sking you if w think supervision is a
critical aspect of an inductee program. By gupervision we mean observation and
feedback leading to some kind of formative evalustion. We are asking for your
views on the critical characteristics of this supervision--who should supervise and
on what aspects of teaching and professional performsnce should they supervise.

Either district or externsl personnel might supervise the inducgee. - We want
to know if their supervisory fuactions and respensibilities ought to be different,
overlsp, or similsr.

Below i5 & list of personpel who may be invelved in supervising beginning
teachers. As indicated, some of the pcsi?iops listed #re found within the schocl
district vhile some sre external to the school district. If there are other
supervisory positions which you think should bdbe ldded,'plcase specify the titles of

these positions in the spaces c%loccted for "other”,

School Personnel External to the School District (//
1. School Princiocal A. College or university supervisors
2. Assistant Principal or Vice B. Methods imstructors
Principal C. Federal or state inspectors
3. Guidsance worker=-counselor, D. Teacher organization officials
school psychologist E. Other: ——
4, District curriculum or resource F., Other:
specialist or other consultant G. Other:
5. Cooperating master tescher(s)
6. Other:
7. Other:
8. Other:

Plesase indicate your fudgment of the most desirsble persomnel from the school,

and/or external to the schocl, tc £411 each supervisorial role described in the
pext section of the questionnaire. Use the above list and write in the pumbers ©Of

lecters associated with your choice(s).

233 .
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Most desirable

to £411 this role

e [ ] on

1., Who is (are) the bast person(s) to help
beginnirz teaschers improve the teaching
effectiveness (but not to eviluate) of
the beginning teacher?

2. Who best supervises beginnipp teachers
to determine i€ they may remasis {n the
progrags?

3. Who best supervises deginning teachers
so they may recommend additional licensure
or certificates?

Content of Supervision

4, Who best helps beginning teachers with N
evaluating the appropriateness of
instructionoal goals?

3. Who best helps beginning teachers with
selecting teaching methods (techniques,
skills, strategies of iostructing)?

Jchool Perjsnpe! H Bo grict
3. School Primcipsl 4. Colisge or maiversivy supervisocre
2. Aszt. eor Vice Priscipsl 3. Nethods fsntructers
3. Ouidamce weorker-counsalsr, school €. VYedearal or ststs iaspecters
peychelegist D. Tascher erganization effsicials
4. Curriculum o resource specisiis: . Other: —
or othsr sonsultant 7. Other:
5. Cecperasting master tescher €. Other:
€. Other: B. Othar:
7. Other:

e bt e e e e D T T SR L O
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Who best helps in the sslection of subject
tepic, content, and msterials?

Who best helps in decisions regardicy
{nstructional organization, e.§., grouping
of pupils, $ndividualizing isstructios,
srranging the physical environment

w%ho best helps begicning teachers inter—
sct with the admini{stration, «.g.; gaining
an effective understanding of rules and
procedures, learning te wvhos to report

and ask advice?

Who best helps with fnterecctions with the

school staff, a.§., school coaxittees and
their function, scurces of {nformation and
help?

%ho best helps the teicher manage the
behavior and decenm of children 4in the
classroon so that &1l children may learn?

Most desirable
so £511 shis role

Behood Perppune!

School Priscipal

. Asat., or Vice Priacipsl

Suidance worler=gsunseior, school
seychoingint

Qurticulum o Tasource spaclalist
o7 other gsmsultant

Cocperating master teacher

Other:

. OI.ICI’!

=3 B 4 » O B ba
. e . N -

A.

¢.
8.
s.
v,
6.

Rxtarsel to ghe fchool Pietrict

Cellege or waiversity smparvisors
Methods Sastructers
Faderal or stats Laspecter:
Tascher organisstisn officisls
Other:
Other:
Other:
Othar:

BEST COPY Av /. -
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C. CRITICAL ELEMENTS OF SUPERVISION IN 283.
YOUR CURRENT PROGRANM
rec s:

Belov are & 1ist of supervisory sctivities or tcsponsibilitielhthat asy be
performed or assumed by one or more persons. We are asking you whe conducts these
sctivities or assumes these rasponsidilities {r your prograz.

Kext tc each supervisory activity indicate the title or positfon of the
person(s) 4ip your program as it pow operstes who &s (are) responsidle for this
supervisory activity. I1f nc one performs the duty write "No Oze”.

For your convenience, at the bottom of each page, ve have repeated the list of
positions given in the previous section. Wherever possible, you may wish to use
the ounbers or letters corresponding to the personnel who are responsible rather

thas writiasg out their title(s).

For Exaxple
| S . _ _ . _ Persoanel Responsidle == 1
1. The lesson (objective, content, methods .
evaluation): - 5 Qﬁé m& disinct m*
head
A) Supervises the beginning tescher on fnstruc-
tion=-~-Advises on: Persounnel Kesponsible

i. The lesson (objective, content, methods,
Cvllultion........-......

2. Classroom orgsnization and mspagement .,

3. Use of & specific teaching skill . . . .

&, Use ¢f a general teaching strategy . - .

S$. Nature cf pupil-tsacher iLnteraction .

Schoo! Persopne’ erss et
X, Scheel Principal 4. Colisge or maivaresty sxperviscors
3. Asat. o Vics Priscipel B. Methods fastruttars
3. Ouidaace wether-counsslor, sebecl C. Yoderal or state Saspectors

psychalogist D. Teacher srgsasastion officisls
4. Curriculum oF veseurce specislilst 2. Other:
or other asmsultant 7. Gther:
5. Capperstiasg mastar teschey C. Other;
8. Othur: K. Osher: IR i
7. Othar: '
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284,

Personnel Responsible
B) Responsible for {astructing inductees on:

7. Tllchinsuthods............

8. Curriculus development « « ¢« ¢ o ¢« ¢ o &

$. Instructional objectives « « o o o o o &

10. Evaluation t.cnniquts ® o o o & o oo ‘o .

1l. Adapting content and strasgegies for -
:heirmch‘s............

12. Other (please specily)

C) Supervises the inductee on understanding the
population-qkdvifcs on:

13. Lleaming about the community attitudes
lndV‘lnes-.-...--.oooooo

14é. Learning about pupil artitudes, pre-
. ferecces and VAluRS . 4 4 4 . o 0 o o o

15. The social environoent of the classroon

J6. Establishing appropriste incentive and
disc:PliMry pethods « « o« e ® o o ¢ o

D) Ipstructs the inductee on:

17. Evaluating pupil sabilities . - o o & & &

18. Interpreting test SCOTES « . o o ¢ ¢ o &

18. Record keeping and assessment . . . . .

20, Ipterviewing or talking with parents
lndchildren..............

School Pergons- ermal et

1. Bchool Primcipal A. Ceollings or wuniversity ssperviscrs
2. 4sat. o ¥Sce Priscipal 3. Nethods fastructess
3. OGuSésace vorker-counsaler, school C. Vederal o stats Saspectsrs

peycholegist D. Taacher organizazion officials
4. Curriculwm oT Taseurce spaciciist 5. Othez;

o sthar semsultsnt ¥. Other:
. Ceoperating mastar tascher €. Othar:
§. Other: B. har:
7. m‘

: Q - NERERE j , 30?3
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£) ZResponsible for advising theé inductees on
their school as an {nstructionsl systex:

F)

2l.
22.
23.
264,

25,

26 .

27

28.

28.

Curriculum reguirements and restraints
Expectations of pupil performance . .
Praferred strategies of teaching . . .

Methods ~f record keeping (e.g.,
attendznce, grades, tes: informsation .

Locstiog and using appropriate
resources

[ ] o @ * 9 L] [ N ] L e o L L] L]

ioteractions with: (a) administrators
(b) supervisosrs .
(c) specialists .

(d) peexs . . .

(e) pt:ents.

(£) pupils .

- Teacher evaluation practices . « « « o«

Pupil evaluation practices . e e e

Perscnal-professional development
opoortunities

Responsidble for advising inductses on their
school &5 & social system:

30.

3.

Staff organization ¢« ¢« o+ ¢ s ¢ s o .

Class 0x2anizELL0n o o ¢ o ¢ ¢ o o o o

285.

Personnel Responsible

4

Jchool Persepnel

3. Schoel Princisal

3. 4sst. o Vice Priscipel

3. Ouidsace worksr~couassgler, schecl
peycheiogist ,

4. Cuiticulun ot rasewrce spacialist
oz 3ther ePasultast

5. Ceoperstiag mester Sesther

‘u mr:

7. Ogher:

. Other:

ernaal . {ct

College or walvarsity Swperviscre

. Nathods fastrectars

Poderul ar sStatc (aspeciers
Taicher ergsnization officials
Other:

Ogher:

Other:

3

AN

C

BEST COPY AVAILABLE
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286.

32.
33.

Collegial relationships + « ¢ o ¢ ¢ »

Community characteristics,
expectations « ¢« o o o o o

B’Esr COPY AVAILABLE

- 12 -

Visits the fnductee:

34,
35.
36.
37.
38.
39.

Two or three times i veek . .

Once & veek

Twice a month

Less than twice a month . . .

At inductee’s request . . . .

Sets up periodic meetings with

groups of 4induciees

4

values and

emall

Personnel Responsible

- O e » ?”M
E ] - - - - -

N ® el

School Priacipal

Asst. or Vice Priscipal

Cuidsace worher-counselor, school
psycholegist

Curriculum or resource specisisist
ot sther ssasuitast

Cooperating master tascher
Other:

Other:

c-
2.

7.

. Other:

1 De ct

Colisge ar usivarsity Swpervisor:
Methods Sastructesrs
Pederal or state Saspecters
Taacher orgensisation efficsals

Other:

Other:

Other:

3G5



287. ’ .

For Desigmers

A SURVEY OF VI.WS
ABOUT BECINNING TEACEER

INDUCTION PROGRAMS

BEGINNING TEACHER INDUCTION PROGRAM PROJECT

A Study Conducted By
Educational Testing Service
Princeton, New Jersey
for the National Ipstitute of Education
Contzact No. &00=-78-0069

NAME :

PROGRAM NAME:

LOCATION:

YOUR POSITION IN INDUCTION PROGRAM:

AMOUNT OF TIME IN PROGRANM:

OTHER EXPERIENCE IN BEGINNING TEACHER INDUCTION PROGRAMS (Summarize briefly):

July 1879



288.
FORM 4

PART I

POLICY 1ISSUES SURVEY

Beginning Teacher Induction Prograws Project

For the purpose of this survey we have defined 8 beginning teacher
induction program as one which is designed specifically to assist new
teachers through their first year of teaching. This systematic program
may bde local or regiomal, and may or may mnot involve an institution of
higher education. In such & program, the participating new teachers have
full responsibility for planning and conducting imstruction for a class
or set of classes. Beginning teachers, often called provisional teachers,
interns (Michigan), resident teachers (Wisconsin), probatiomary teachers,
or some other term to distinguish them from experienced tezchers, work
full-time or with & somewhat reduced work load, have previcusly been
certified provisionally of fully and are receiving compensation from
the district. At least two general kinds of 4nduction programs are
available, 4intern programs, where the teachers have not done student \

teaching and have ties to an institution of higher education, &nd a

beginning teacher program, where the teachers have had student teaching
experience already or &re fully credentialed. In this questiomnaire we
wish you to indicate how you think such programs should operate, not

necessarily how they do operate.

A Study conducted by
Educational Testing Service
Princeton, New Jersey
for the National Insti{tute of Education
Contract No. &00-78-0069
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289.
NAME TITLE:

INSTITUTION, ORGANIZATION OR AGENCY:

ADDRESS:;

Purposes of Induction Programs

A. The following is a list of general purposes for creatinmg beginning teacher
induction programs. For both Interr and Beginning Teacher Programs, indicate
your judgment as to whether each of these purposes sre (1) primary purposes, -
(2) secondary purposes or (3) irrelevant. For example, for aumber 1, if you
think "To recruit different kinds of perspective teachers' is a primary pur-
pose of intern programs, merk 1 inm the space provided for your rating. If
you think it s a secondary purpose, write a 2; if it is irrelevant, write a 3.

Rating Purposes of Induction Programs

Intern Programs

1. To recruit different kinds of prospective teachers, e.g., with
non-education B.A. degiees

2. To promote career changes

3. To provide an opportunity to "earn while you learn"

4, 7To meet the critical special staffing needs of school districts

[T ]

Beginning Teacher Prqgfams

5. 7To provide supcrvised teaching experience

6. To help beginning teachers solve their problems associated
with the classroom

7. To provide beginning teachers with systematic opportunities to
work with colleagues on curriculum &nd imstruction

8. To provide begimning teachers with opportunities to collect,
create and use suitable instructionsl materials

Both Kinds of Programs

9, To provide special skill traiuning not otherwise available
10. To encourage rapid professional growth
11. To provide the opportunity to learn the technical skills of
teaching
12. To expand teachers” knowledge of subject(s) they teach
13. To expand teachers’ interpersonsl skills
14. To provide teachers with sympathetic &nd personal support

[T

Other: (please specify)

Croments:




290. 2.

Preparation fer Induction Programs

R. Several kinds of preparstion for induction programs are possible. Rate each of
these kinds as to its desirability. Imdicate which are very desfirable, which
are poderately desirable, snd which are not desirable using the following

ratings:
(1) very desirsble
(2) moderately desirable
(3) not desirable
Rating Preparation for Induction Programs

Ioctern Programs

15, Bachelors degree ir education

16. Bachelors degree in a field of liberal arts

Beginning Teacherz Programs

i7. Four-yéar teacher education program (including student
teaching)

18. Five-year teacher education program {includipg student
teaching)

Other types: (pleasr specify)

Comments:
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Bagic Charxcteristics of Inductfon Programs

C. Listed below are different aspects or elements that Telate to {nduction pro-
grams. Please findicate the importance of each to effective INTERN PROGRAMS and
to effective BEGINNING TEACHER PROGRAMS by rating each aspect for each kind of
program. Plessse use the following ratings:

(1) Essential for program effectiveness
(2) Desirable for prograu effectiveness
(3) Unnecessary for program effectiveness

Intern Beginning
Program Teacher Program Basic Charscteristics of Ipduction Programs

19. Assessment of the needs of beginning teachers

20. Formal conceptualization of the needs of beginning
teachers (s model for teacher effectiveness)

2l. Designing & progran to be responsive to individual
teacher needs

22. Selecting beginning teachers for specific
characteristics

——— ——

23. Designing and linking program to needs of
special pupil populations

24. Careful attention to size of program
25. Careful selection of school sites of progiams

26. Academic revards from participation in the
program (degrees, certificates, etc.)

27. Quality of inmstruction in courses offered
28. Content of courses offered
29. Mopitoring the progress of beginning teachers

30. Assessing the ongoing efficacy of the progran
(Formative Evaluation)

31, Ascessing the impact of the prograw {(Summative
evaiustion)

Other characteristics: (please specify)

Comments:

310
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Placements of Participants

D. Below are & number of different types of pupil populations with whom beginning

teachers might be placed.

Please {ndicate how useful each kind of induction

program is for placement with each of these pupil populatioﬁs. Use the

following ratings:

‘ntern
Program

Beginning
Teacher Program
32.
33.
34,
35.
36.
37.
38.
39,
40.

‘1.

Other: (please speciiy)

(1) essentisl
(2) desirable
(3) unnecessary

Different Types of Placements

Early childhood education
Primary grades

Secondary grades
Vocatioral/technical
Physically handicapped
Educationally handicapped
Gifted and talented
Bilingual Educstion
Inner=-city school children

Ethnic and cultural minorities

Comments:

311
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Rationale for Orgsnmization of Prograr

E. Wwhat kind of model do you think would be most effective on whi-h to base an
ideal induction progran? Five models are listed below:

1. A model centered around the problems of beginnimg teachers
2. A wodel centerad around learning to be gn effective teccher

3. A model cantered around the human relationships/interpersonal
skills necessary for effective teaching

4. A podel centered around the perceived needs of Jocal districts

5. A model centered around the perceived needs of specific pupil
groups

Model
‘ 42. Which kind of model would pe most effective on

which to base an ideal INTERN PROGRAM? (Circle one) 1 2 3 4 5
43. Which kind of wmodel would de least effective o

which to Sase an ideal INTERN PROGRAM? (Circle omne) 1 2 3 4 5
44. Which kind of model would be most effective on

which to base an ideal BEGINNING TEACHER PROGRAMNM?

«(Circle one) . I 2 3 4 5
45, Which kind of model would be least effective on

which to base an ideal BEGINING TEACHER PROGRAM?

{Circle ome) 1 2 3 & 3

Other: (please specify)

Comments:
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Control and Covernance 4n the Ioplementation of Induction Prograuws

| F. An induction progrsm usually involves both a college or universitcy and a school
® systen. Listed below are elements of an induction progrsm and the groups who

‘ cight have responsibility for them in future programs. For both kinds of
induction programs, next to each program element, indicate the number associated
with the group which you think should have primary responsibility for that
element. If primary responsibility should be shared, indicate the numbers of
each group who should share in the responsibility.

Groups: (1) Umiversity; (2) School System; (3) Teacher Organization;
and (4) State or Federal Program

Ratings Program Elements
) Intern Beginniag

Programs Teacher Programs

46. Program design

47. Program administration

48, Program implementation

49. Program monitoring

50. Program evaluation

51. Allocation of finances {(compensation
for different personnel, materials,
space)

52, Selection of beginning teachers

53, Training of beginning teachers

S4, Plscement and supervision of beginning
teachers

55. Evaluation of beginning teachers

86. Selection, training and eveluation of
university faculty/supcrvisors

57. Selection, training and evalustion of
district or school training staff including

co?;efﬁting teachers

Other: (please specify) A

k

Comments:
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Cost Factors

G. Induciion programs might be financially supported by several different sources.
For questions 58=61, check each source which you think should contribute
f£inancial support. Also for each question, please indicate which of the ©
funding sources should be the primary source of fundimg by circling the check
mark associated with your choice.

Funding Sources
Teacher

Univer- School Organi- Founda-
Federal State sity System 2zation tion

58. The experimental development
of INTERN PROGRAMS

59. The long term operatiorn of
INTERN PROGRAMS

60. The experimentsl development
of BEGINNING TEACHER PROGRAMS

6l. The long term operation of
BEGINNING TEACHER PROGRAMS

Other: (please specify)

Conments:

<

H. Beginning Teachers and Intern Teachers might be compensated in several ways.
Below are listed 4 alternmatives for compensating INTERNS.

i. Receive partisl or full pay as regular first-year teacher

2. Receive proportion of first-year teacher’s pay plus university
credits for internship

3. Receive university credit plus remission of tuition

4. Receive university credit only

Method
62. Which of the & alternatives would be the most desirable
pethod of cowpensation? 1 2 3 4
63. Which of the 4 alternatives wouid be the least desirable
- method of compensation? 1 2 3 4

Q \ 314
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Below are listed & alternatives for compensating BEGINNING TEACHERS.,

l. No extra compensation
2. Relerse time from duties
3. Inservice credit

4. Extra pay
Method T
64. Which of the 4 wlternatives would be the most desirable
method of compeasation? i 2 3 4
65. Which cf the 4 altermatives would de the least desirable
method of compensation? ' 1 2 3 4

Other: (please specify)

Comments:

I. Cooperating experienced teachers might be compensated in & number of ways (money,
credits, time}. Four of these methods of compensation are listed below:

1. Regular pay, plus release time im proportion to number
of inductees supervised

2. Regular pay, re.ease time, and course credit

3. Regular pay, release time, and additional pay for each
inductee supervised

4. Regular pay, release time, and pay at an hourly rate
for each hour of supervision

Method
66. Which way would be the mosc desirable method of

compensating cooperating experienced teachers who
are involved with INTERN PROGRAMS? 1 2 23 4

67. Which way would be the least desirable method of
compensating cooperating experienced teachers who
are involved with INTERN PROGRAMS? 1 2 3 4

68. Which way would be the most desirable method of
compensating cooperating experienced teachers who
are involved with BEGINNING TEACHER PROGRANS?

[y
[}
a2
£

69. Which way would be the lesst desirable method of
ccmpensating cooperating experienced teachers who
are involved with BEGINNING TEACHER PROGRAnS?V 1 2 3 4

Other (please specify)

Comments:
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Summary Observgtions

J. 1n your opimion, vhat has been or could be the particular value of beginning
teacher induction programs?

&

K. What are the critical components or elements of effective programs induc:ing
nevw teschers?

1. What role do you foresee teacher’s organizations playing in future induction
programs?

M. What legislative support could be given to promote induction programs either
in your state or natiocmnally?

N. What criteria of success or evaluative evidepce would you consider sufficient
to assure support for the continustion of such programs in \imes of reduced
funds?

Q 318
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, 0. What teaching internship programs are you eware of which have been particularly
- effective?

Name Location

e
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For Directors

A SURVEY OF VIEWS
ABOUT BEGINNING TEACHEER

INDUCTION PROGRAMS

BEGINNING TEACHER INDUCTION PROGRAM PROJECI

A Study Conducted By
Educational Testing Service
Princeton, Kew Jersey
for the National Institute of Education
Contr ‘¢t No. &00=-78-0065

NAME :

PROGRAM NAML:

LOCATION:

YOUR POSITION IN INDUCTION PROGRAMNM:

AMOUNT OF TIME IN PROGRAM:

OTHER EXPERIENCE IN BEGINNING TEACHER INDUCTION PROGRAMS (Summarize briefly):

July 1979

™
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POLICY ISSUES SURVEY

Beginning Teacher Induction Programs Project

For the rpose of this survey we have defined & beginning teacher
induction program as one which is designed specifically to assist new
teachers through their first year of teaching. This systematic program
may be local or fegional, and may or may mot involve an imstitution of
higher education. In such a program, the participating new teachers have
full resfonsibility for planning and conducting imstruction for & class
or set of classes. Beginning teachers, often called provisional teachers,
interns.(Michigan), resident teachers (Wisconsin), probstiomary teachers,
or some other term to distinguish them from experienced teachers, work
full-time or with a somewhat reduced work load, have previously been
certified provisionally or fully and are receiving compensation from
the district, At least two general kinds of induction programs are

available, 4intern programs, where the teachers have not done student

teaching and have ties to an imstitution of higher educationm, and &
beginning teacher program, where the teachers have had student teaching
experience already or are fully credentialed. In this questionnaire we
wish you to indicate how you think such programs should operate, mnot

necessarily how they do operate.

A Study conducted by
Educational Testing Service
Princeton, New Jersey
for the National Institute of Education
Contract No. &00-78~0069
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301.
NAME ; TITLE:

INSTITUTION, ORGANIZATION OR AGENCY:

ADDRESS:

Purposes of Imduction Programs

A. The following is a list of general purposes for creating begimning teacher
induction programs. For both Intern and Beginning Teacher Programs, iadicate
your judgment as to whether each of these purposes sre (1) primary purposes,
(2) secondary purposes or (3) irrelevant. For eximple, for number 1, if you
think "To recruit different kinds of perspective teachers" is a primary pur-—
pose of intern prograums, mark 1 in the space provided for your rating. 1f
you think it is a secondary purpose, write & 2; if it is irrelevant, write a 3.

g

Rating Purposes of Induction Programs

Irsern Programs

1. To recruit different kinds of prospective teachers, e.g., with
non-education B.A. degrees

2. To promote career changes

3. Tc provide an opportunity to "earn while you learn"

4. To meet the critical special staffing needs of schooi districts

o———
e—
——

———

Beginning Teacher Programs

5. To provide supervised teaching experience

6. To help beginning teachers solve their problems associated
with the classroom

7. To provide beginning teaciiers with systematic opportunities to
work with colleagues on curriculum and imstruction

8. To provide beginning teachers with opportunities to collect,
create and use suitable instructional materials

A ppp——
i ——
——
r—

-

Bot), Kinds of Programs

8, To provide specisl skill training noct otherwise avallable

10. To encourage rapid professional growth

11. To provide the opportunity to lesrn the technical skills of
teaching

12. To expand teachers’ knowledge of subject(s) they teach

13. To expand teachers’ interpersonal skills

14. To provide teachers with sympathetic and personal support

Other: (please specify)

Comments:




302.

Preparation for Induction Programs

R. Several kinds of preparation for ipduction programs are possible. Rate each of
these kinds as to its desirability. Indicate which are very desirable, which
are moderately desirable, and which are not desirable using the following

ratings:
(1) very desirable
(2) moderately desirable
(3) not desirable
Rating ‘ Preparation for Induction Programs

Intern Programs

15. Bachelors degree in education

16. Bachelors degree in a field of liberal arts

Beginning Teacher Programs

17. Four-year teacher educstion program (iocluding student
teaching)

18. Five-year teacher education program (including student
teaching)

Other types: (please specify)

Coumments:

321
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Basic Characteristics of Induction Programs

C. Listed below are different aspects or elements that relate to induction pro-
graps. Please fndicate the importance of each to effective INTIERN PROGRAMS &nd
to effective BEGINNING TEACHER PROGRAMS by rating each aspect for each kind of
progran. Please use the following ratings:

(1) Essential for program effectiveness
(2) Desirable for program effectiveness
(3) Unnecessary for progrsn effectiveness

Intern Beginning

Program Teacher Program Basic Characteristics of Induction Programs

19.

20.

21.

22.

25.

26.

27.
28.
28.

30.

31.

Other chsracteristics: (please specify)

Assessment of the needs of beginning teachers

Formal conceptuslization of the needs of beginning
teachers (a8 model for teacher effectiveness)

Designing & program to be responsive to individual
teacher needs

Selecting beginning teachers for specific
characteristics

Designing and linking program to needs of
special pupil populations

Careful attention to size of pregram
Careful selection of school sites of programs

Academic rewards from participatiou in the
prograx (degrees, certificates, etc.)

Quality of imstruction in ccurses offered
Content of courses offered
Monitoring the progress of beginning teschers

Assessing the ongoing efficacy of the program
(Formative Evalustion)

Assessing the impact of the program (Summative
evaluation)

Comments:

-
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. Placements of Participants

D. Below are a number of different types of pupil populations with whom beginning
teachers might be placed. Please indicate how useful each kind of induction
program is for placement with each of these pupil populations. Use the
fcllowing ratings:

- (1) essential
(2) desirable
(3) unnecessary

} Intern Beginning
Program Teacher Program Different Types of Placements
_ - 32. Early childhood education
—_ - 33. Primary grades
- . 34. Secondary grades
. - 35. Vocational/technical
) 36. Physically handicapped

37. Educationally handicapped
38. Gifted and talented

- 39. Bilingual Education

40, Inner-city school children

4}, Ethnic and cultural minorities

Other: (please specify)

Cocmments:

323




30s5.

Rationale for Organization of Program

E. What kind of model do you thimk would be most effective om which to base an
ideal induction program? Five models are listed below:

1. A model centered afound the problems of beginning teachers

2. A model centered around learning to be an effective teacher

‘gx
3. A model centered arcund the human relationships/interpersonal
skills necessary for effective teaching
4. A model centered around the perceived needs of local districts
5. A model centered around the perceived needs of specific pupil
groups
Model
42. Which kind of model would be most effective on
which to base an ideal INTERN PROGRAM? (Circle omne) 1 2 3 &4 5
43, Which kind of model would be least effective on
which to base aun ideal INTERN PROGRAM? (Circle one) 1 2 3 &4 5
44, Which kind of model would be most effective on
which to base an ideal BEGINNING TEACHER PROGRAM?
(Circ.e one) 1 2 3 4 5
45. Which kind of model would be least effective on
which to base an ideal BEGINING TEACHER PROGRAM?
(Circle one) 1 2 3 4 5

Other: (please specify)

Comments:
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Control and Governance in the Implementation of Induction Pxograms

F. An induction program usually involves both & college or university and a school
system. Listed below are elements of an induction program and the groups who
might have responsibility for them in future progrsms. Forx both kinds of
induction programs, next to each program element, indicate the number associated
with the group which you think should have primary responsibility for that
element. If primary responsibility should be shared, indicate the numbers ~f
each group who should share in the responsibility.

Groups: (1) University; (2) School System; (3) Teacher Organization;
and (4) State or Federal Progranm

Ratings Prograz Elements
Intern Beginning

Programs Teacher Programs

46, Program design

47. Program administration

48. Program implementation

49. Program monitoring

50. Program evaluation

Sl. Allocation of finances (compensation
for different persomnel, materials,
space)

52. Selection of beginning teachers

53. Training of beginning teachers

54, Placement and supervision of bheginning
teachers

55, Evaluation of beginning teachers

56. Selection, training and evaluation of
university £aculty/supervisors

57. Selection, training and evaluation of

district or school training staff including
cooperating teachars

Other: (please specify)

Comments:




Cost Factors

G. Induction programs might be financially supported by several different sources.
For questions 58-61, check each source which you think should comtribute
financial support. Also for each question, please indicate which of the 6
funding sources should be the primary source of funding by circling the check

mark assocciated with your cheice.

Funding Sources

Teacher
Univer- School Organi- Founda-
) Federal S§rate sity System 2ation tion

58. The experimental development

of INTERN PROGRAMS
59. The long term operationm of . o

INTERN PROGRAMS ' , 4
60. The experimental development '

of BEGINNING TEACHKER PROGRARMS ,
6l. The long term operation of '

BEGINNING TEACHER PROGRAMS : :

Other: (please specify)

Comments:

H. Beginning Teachers and Intern Teachers might be compensated in several ways.
Below are listed 4 altermatives for compensating INTERNS.

1. Receive partial or full pay as regular first-year teacher
2. Receive proportion of first-year teacher’s pay plus university

credits for imternship
3. Receive university credit plus remission of tuition

4. Receive university credit ounly

Method
62. Wnich of the & alternatives would be the most desirabile
method of compensation? 1 2 3 4
63. Which of the & alternatives would be the least desirable
method of compensation? 1 2 3 4

326
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Below are listed 4 alternatives for cempensatins BEGINNING TEACHERS

} 1. No extra compensation

2. Release time from duties
3. Inservice credit

4. Extra pay

3

, Method
- 64. Which of the & alternatives would be the most desirable
method of compensation? 1 2 3 4
65. Which of the 4 alternstives would be the least desirable
method of compensation? ‘ 1 2 3 &

Other: (please specify)

Comments:

I. Cooperating experienced teachers might be compensated in & number of ways (money,
i credits, time). Four of these methods of compensation are listed below:

1. Regular pay, plus release time in proportion to number
of inductees supervised

2. Regular pay, release time, and course credit

3. Regular pay, release time, and additional pay for each
inductee supervised

4, Regular pay, reiease time, and pay at an hourly rate
for each hour of supervision

Method
66. Which way wouid be the most desirable method of
compensating cooperating experienced teachers who
are involved with INTERN PROGRAMS? 1 2

Led
o

67. Which way would be the least desirable method of
compensating cooperating experienced teachers who :
are involved with INTERN FROGRAMS? 1 2 3 4

68. Which way would be the most desirable method of
compensating cooperating experienced teachers who
are involved with BEGINNING TEACHER PROGRAMS? I 2 3 4

69. Which way would be the least desirable method of
compensating cooperating experienced teachers who
are involved with BEGINNING TEACHER PROGRAMS? 1 2 3 4

Other (please specify)

Comments:
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Sumpary Observationc

J.

In your opinicm, what has been or could be the particuler valuc of beginning
teacher induction programs?

K. What are the critical coumponents or elements of effective programs inducting
new teachers?

L. What role do you foresee teacher’s organizations playing in future induction
programs?

M. What legislative support could be given to promote induction programs either
in your state or natiomally?

N. What criteria of success or evaluative evidence would you consider sufficient

tc assure support for the continuation of such programs in times of reduced
funds? )




310.

C.

- 10 -

What tesching internship programs are you aware of which have been particularly

effective?
I« tion

p——

Name

N g ey e st

4 e s e e



311.
Critical Components of Induction Programs

Birac:ﬁonn - Part 111

Recall that we mean by sn Induction program, ome in which 4 peginning teacher
is responsible for one or more classes. During the school year this teaching
experience is only one feature of an induction program. 1t may be supplemented by
other activities and supported by guidance, imstruction, &nd evsluation of a
variety of school and university persomnel. Programs differ from each other in
these other features; some require experiences like wicroteaching, observing
experienced teachers, and tutoring before the internship teaching; others do mot.
Cooperating teachers sdvise and support the beginning teacher in mwost programs, in
others they also evaluate the participanmt. Some of these arrangeuments are likely
to be more important than others in helping the beginning teacher to become an
effective, experienced, teacher.

In this section we ace interested in how ypur particulsr program operates

(either another program or a beginning teacher program). Also in this section we

want your ideas on which sspects of the induction program are critical if the

program is to produce effective teachers. Descriptions of d.fferent ways to

organsize an induction program &re iisted. Some descride different kinds of
experiences which the participants might have; others describe the characteristics
and responsibilities of the person conducting the program., We are asking you to
{ndicate which experiences or characteristics or responsibilities arve “eritical”.

nCritical is one which if it is mot part of the program, the participants are less

likelx or unlikely to become effective teachers or will be less effective than they

might have been had they had the experience. 4 critical characteristic or respon-

sibility is ome that 4s necessary if an experience or person is to help the parti-

cipant become effective.

PLEASE CHMECK the option that best describes your program.

—— —— ame———

Intern J__1| Beginning Teacher |__| Other , |
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312.

A.

Bowv critical is this feature?

1.
2.
3.

-2 -

CRITICAL ELEMENTS OF THEE INDUCTEE’S FIELD EXPERIENCE

In this section you sre asked to give two kinds of information. First, hov
criticel is each of the fastures listed below and secondly, does your program
{nclude the stated chsracteristic? Please use the following retings:

Does you: program provide this feature?

Critical==Should Provide A. Provided for all participants
Desirable~~Not Critical 8. Provided for some participants

Should Not Provide ' C. Does not provide
: D. Don’t know

1.

2.

3.

5.

6.

7.

8.

g.

FEATURES OF THE INSTRUCTIONAL SEITING

For both Elementary and
Secondaxy beginning teacherz

Teach full imstruction load 4-~5 periods
for school year

Teach reduced instructiopal load (2-3
periods) for school year

Other load arrzangements (please specify
on back of this page)

Teach ip “one teacher" self-containe?
classroonm

Teach in team situation

Opportunity to salect, use, Or develop &
wide variety of curriculum materials

Opportunity to use a variety of teaching
strategies (e.g., didactic, heuristic, etc.)

Opportunity to use & variety of techniques
to evaluate student progress (amecdotal
records, group discussions, work samples,
project work, pupil self-report, etc.)

Opportunity to diagnose and prescribe
snstruction for iodividual studects

How Criticel?

1 2 3
1 2 3
1 2 3
1 2 3
1 2 3
1 2 3
i 2 3
i1 2 3
I 2 3

331
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-3-
Provided
FEATURES OF THE INSTRUCTIONAL SEITING How Critical? 4ip Your Program
For Elementary teachers:
10. Teach full range of subjects 1 2 3 A B | cC D
1l. Some emphasis given to area of special-
ization (e.g., reading, art, math, music) i 2 3 A B C D
12, Teach primarily in srea of speciglization i 2 3 A B C D
13, Teach multi-age groups in one instructiomal N
setting 1 2 3 A B C D
14, Teach subject areas independently of one
another 1 2 3 A B C D
15. Teach subject areas in an integrated cur-
riculum (e.g., thematic approach: through
the social studies, the arts, etc.) 1 2 3 A B C D
For Secondary Teachers:
16. Teach several different courses in major
field (e.g., English Composition, American
Literature) 1 2 3 A B € D
17. Teach the same course in major £ield for
several perisds (e.g., Algebra I) 1 2 3 A B C D
18. Teach courses in both major and minor
fields (e.g., math and science) 1 2 3 A B C D
19, Teach only courses im minor field 1 2 3 A B € D
20, Teach in an interdisciplinary program i 2 3 A B C D
How critical is this feature? Does your program rfovide this feature?
1. Critical--Should Provide A. Provided for all participants
2. Desirable--Not Critical B. Provided for some participants
3. Shonld Not Provide C. Does not provide

D. Don’t know

332
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Provided
TYPES OF STUDENTS How Critical? 4in Your Program
2i. Experience with students at only one grade
level (e.g., second grade) 1 2 3 A B C D
22. Experience with students &t different
grade levels I 2 3 A B € D
23. Experience with students of only one
ability level (homogeneous grouping) 1 2 3 A B C D
24. Experience with students of different
ability levels (heterogemeous grouping) 1 2 3 A B C D
25. Students in one type of school (e.g.,
large urban vs. suburban) 1 2 3 A B C b
26. Students in different types of schools
(e.g., inner-city H.S. and suburban H.S.) 1 2 3 A B C D
27. Students of different ethnic/cultural
backgrounds 1 2 3 A B € D
28. Students of only one ethnic/cultural
background 1 2 3 A B C€C D
TYPES OF ACYIVITIES
29, Conduct parent-teacher conferences 1 2 3 A B € D
30. Advise a student club or activity 1 2 3 A B € D
31. Participate in faculty meeting 1 2 3 A B € D
32. Participate in faculty committees 1 2 3 4 B € D
33. Participate in curriculum development
activities 1 2 3 A B C D
How critical is this feature? Does your program provide this feature?
1. Critical=--Should Provide A, Provided for all participauts
2. Desirable-~Not Criticsal B. Provided for gsome participants
3. Snould Not FProvide C. Does not provide

D. Don’t know
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Provided
How Critical? in Your Program

34, Participate in teacher organization
activities 1 2 3 A B C D

OTHER FEATURES
(Please specify)

i 2 3 A B C D
1 2 3 A B € D
1 2 3 A B (€ D
1 2 3 A B € D
How critical is this feature? Does your program provide this feature?
1. Critical-—Should Provide A. Provided for all participants
2. Desirable-=Not Critical B. Provided for some participants
3. Should Not Provide C. Does pot provide

D. Don’t know

334
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B. MODEL FOR THE SUPERVISION OF INDUCTEES

Directioms:

FEducators generally agree that the supervision of the beginning teacher is
very important. We are not, therefore, asking you if you think supervision is a
critical aspect of an inductee program. By supervision we mean cbservation and
feedback leading to some kind of formative evaluation. We are asking for your
views on the critical characteristics of this supervision--who should supervise ¢ 1
on what sspects of teaching and professional performance should they supervise.

Either district or external personnel might supervise the inductee. We want
to know if their supervisory functions and responsibilities ought to be different,
overlap, or similar.

Below is a list of personnel who may be involved in supervising beginning
teachers. As indicated, some of the positions listed are found within the school
district while some are external to the school district. If there are other
supervisory positions which you think should be added, please specify the titles of

these positions in the spaces allocated for "other".

School Persoanel External to the School District
i. School Principal A. College or university supervisors
2. Assistant Principal or Vice B. Methods imstructors
Principal C. Federal or state imspectors
3. Guidance worker-counselor, D. Teacher organization officials
school psychologist E. Other:
4. District curriculum or resource F. Other:
specislist or other consultant G. Other:
5. Cooperating master teacher(s)
6. Other:
7. Other:
8. Other:

Please indicate your judgment of the most desirable personnel from the school,
and/or external to the school, to fill each supervisorial role described in the
next section of the questiomnaire. Use the ahove list and write in the numbers or

letters associsted with your choice(s).



Purpose of Supevvision

1.

Who {s (sre) the best person(s) to help
beginning teachers improve the teaching
effectiveness (but mot to evaluate) of
the beginning teacher? ¢

Who best supervises beginning teachers
to determine if they may remain in the
program?

-

Who best supervises beginning teachers

s0 they may recommend additional licensure

or certificates?

Content of Supervision

4.

Who best helps beginning teachers with
evaluating the sppropristeness of
instructional goals?

Who best helps beginning teachers with
selecting teaching methods (techniques,
skills, strategies of instructing)?

Most desirable
to £i1ll this role

317.

Bchool Personnel

Sehool Principal

Asst. or Vice Priacipsl

Gusdance wvorkar-ceunssior, school
peychologist

Curriculus or rosourcs specialist
or other ceasultast

Coopersting msster teacher

Other:

. Other:

- & A\» [ 3 W B b
1] L] L] [ ] » L]

EouNDOND

*

Externsl to the School Diserice

Collisge or urivarsity suparviscrs
Nethods fastructors

Tedersl or state faspectors
Tescher organiszatioc officials
Other:

Other:

Other:

Othar:

Lo e P o et
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| 6.
?
7.
8.
9'
_ 10.
2

318.

Who best helps {n the selection of suvject
topic, conteat, azd materials?

Who best helps in decisions regarding
instructional organization, e.g., grouping
of pupils, individualizing {nstructionm,
arracging the physical environment
Who best helps beginning £eachers inter-
act with the administration, e.g., gaining
an effective understandf{ng of rules and
procedures, learnipg toiwhom to report
and ask advice? -/J>

-

Who best helps with interactions with the
school staff, e.g., school committees and
their function, sources of information and
help?

Who best helps the teacher msnage the
behavior and decorum of children in the
classroom so that sll children may learn?

Most desirable
go £411 this role

school Persespel

School Principal

asst. or Vice Priscipal

Cuidance worker-counselor, school
peychologist

W b3 b
PR

&. Curriculus of vescurce specisiist
or other consulgast

5. Cooperating master teacher

€. Other:

7. Other:

moNNUOwS

Fxtarnsl to ths School District

Collsge or university supervisors
Methods Ssstructors

Fadersl ot stats Lnspectors
Taszcher orjanizatioe officials
Othar:

Othar:

Other:

Othar:

BEST COPY AVAILABL
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C. CRITICAL ELEMENTS OF SUPERVISION IN 319.
YOUR CURRENT PROGRAM

Directions:

Below are a list of supervisory sctivities or responsibilities that may be
performed or assumed by one or more persons. We are asking you who conducts these
activities or assumes these responsibilities in your program.

Next to each supervisory activity indicate the title or position of the
person(s) in your program as it now operstes who is (are) responsible for this
supervisory activity. 1f no ome performs the duty write "No One".

For your convenience, at the IMrttom of each page, we have repeated the list of
positions given in the previous secti n. Wherever possible, you may wish to use
the numbers or letters corresponding to the personnel who are responsible rather

than writing out their title(s).

For Example
Personnel Respousible
1. The lesson (objective, content, methods

evaluation): SM School dﬁ*ﬂd’ hm'd,
eqa

A) Supervises the beginning teacher on instruc-
tion-~Advises on: Personnel Responsible

1. The lesson (objective, content, ®methods,
@Valudtion ¢ ¢ o s ¢ ¢ 8 e o o s 8 0 o

2. Classroom organization and mansgement .

3. Use of a specific tesaching skill . . . .

4. Use of a general teaching strategy . . .

S. Nature of pupil-teacher ipteraction .

fchool Pergonnel Externnl to the School District

1. School Principel

2. Asst. or Vice Pripcipal

3. GCuidance vorker—-counsslor, schoeol
peychologine

College or umivarsity supervisors
Natbods isstructors

Federal or state Laspectors
Tascher crgamisstion offfcisls

nE b e

&. Curriculsm or resource specisiist Other:

or othar comiultant . Othar:
5. Cooperating master teacher C. Othar:
§. Other: K. Othass

Q 7. Other:

a8



B) Responsible for instructing inductees

C)

D)

BEST COPY AVAILAE'

320.
- 10 -

7. Teaching methods « « o o ¢ o o o o o
§. Curriculum development . « o« ¢« o o o
g, Isstructional objectives . . . « o « o
10. Evaluation techniques . o« ¢ o o ¢ ¢ »
11. Adapting content and stragegies for
their own Cl865 o ¢ o ¢ o o o o ¢ o o
12. Other (please specify)

Personnel Responsible

Supervises the inductee on understanding the

population--Advices on:

13. Llearning about the community attitudes
and values o ¢ o s o o ¢ 0 o 0 0 ¢ o 0
14. Learning sbout pupil attitudes, pre-
ferences and values « « ¢ o ¢ ¢ ¢ o o
15. The social environment of the classroon
16. Fstablishing appropriate incentive and

disciplinary methods « « « « » o

Instructs the inductee on:

17. Evaluating pupil abilities . . . .
18. Interpreting test sCOTres . . « o« =
19. Record keeping and sassessment . .
20. Interviewing or talking with parent

and children . .

5

gchood Parsonnel

School Priacipsl

Aast. or Vice Priscipal

Ouidance werkas—counsalor, school
psychologist

Curriculus of Tesource specialist
of othar consultsct
Cooperating mastsr teacher
Other:
Other:

W B3 B
. o s

5.
6.
7.

c.
D.

|
c.
8.

External fo the fchool Diserfct

Collisge or university suparvisors
Methods instructors

Federal or state inapactors
Tescher organization cfficisls
Other:

Othes:

Othsar:

Other:

339
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E) Responsible for advising the inductees on .
their school as an {nstructional systenm: Personnel Responsible

21. Curriculum requirements and restraints .

22. Expectations of pupil performance . . .

23. Preferred strategies of teaching . . . .

24. Methods of record keeping {e.g.,
attendance, grades, test information . .

25. Locating and using appropriate

resources LJ L] LJ . L] L) L J L] . * L] [ ] [ ] L L) L)

26. Interactions with: (a) sdministrators .

¢

(b) supervisors . .

{c) specialists . .

(d) peers . . . . .

(e) pareats . . . .

(£) pupils .

27. Teacher evaluation practices . . « « « &

28. Pupil evaluation practices . . « . « « &

29, Personal=-professional development
Dl.pott.unities e o o o o o & o & o o o @

F) Responsible for advising inductees on their
schocl as & social system:

30, sStaff organization « ¢ o ¢ o ¢ o & o o

31, Class organization ¢« o ¢ o ¢ o o o o o o

gehood Perscamel Berernel $o ths Sohopl Nistrict
1. BSchool Principal A. Collisge or university suparvisors
2. Asat. or Vice Principsl 3. Methods inatructors
3. Quidance worksr-counstlior, sehocl €. Fsderal or state {mspectors
peycholegint D. Teacher ergsnisation officisis
4. Currviccius or resource specialist E. Otber:
er other comsulgant 7. Otder:
5. Coopersting master teacher G. Other:
6. Other: H. Othar:
7. Otkhear: .

ERIC 310 BEST COPY AVAILABL:
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322.

32.

Collegial relationships . .

BEST COPY AVAILABLE

Personnel Responsible

33. Community characteristics, values and
prGCtlticns e o 8 o ® ® @ o & s & o a @
Visits the inductee:
34. Two or three times & week « ¢ « o o o o
35. Once & wveek e ¢ ¢ ® ® ® & © o o 0o s o @
36, Twice a Bonth o ¢ o 6 a o o ¢ 0 & 0 o @
37. Less than twice a month . « ¢ ¢ o o« o o
38, At inductee’s request . o . o+ .+ o . o
"}9. Sets up periodic meetings with small
= groups of inductees . . o o o o o o o .
School Parsonnel Exterzal o the School District
i. S$chool ?:iufnl &. College or university Supervisors
2. Asst. or Vice Principsl 5. Methods iastructors
3. Guidance worker-counssior, school C. TFederal or state Saspectors
psychologist D. Tescher erganisation officials
4. Curriculus by vesnurce specialist E. Other:
or other consulfsnt ¥. Ocher: -
5. Cooperating mester tescher G. Other:
6. Other: §i. Other:
7. Othar: -—

T G o ——— . o
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Descriptors of Induction Programs
for Beginning Teachers
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hescriptors of Induction Programs

for Beginning Teachers

Prepared for

the National Institute of Education,
Contract No. 400-78-0069

Prepared by Project Staff
Educational Testing Service
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111,

Iv,

ViI.

327.
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©

I, DESCRIPTION OF INDUCTION PROGRAMS FOR BEGINNING TEACHERS

A.

B,

Basic Characteristics of Beginning Teachers

1. Granted provisional or special certification

2. Employed in a school district

3. Has the same type and degree of responsibility assigned to
more experienced teachers

4. 1Is in the first year of teaching

Basic Characteristics of induction Program
1. Systematic planned program for first year teachers
2., Size of program; numbers of participants
3. Description of sites
a. Location and dispersion
b. Pupil characteristics
¢. School progranm
1) Unique, innovative
2) Traditiomal
3) Oriented to special groups of pupils
4) Minimal competency oriented
5) Variety of subjects taught
d. Organization of school staff
1) Differentiated
2) Team
3) Departmentalized
4) Single-teacher class
e. Role of principal and administrative staff
1) Instructional leadershipo
2) Evaluator of beginning teacher
3) Supervisor of beginning teacher
4. Academic status of program
a., Leading to a degree only
1) Bachelor’s
2) Master’s
b. Leading to permanent certification only
ce Leading to degree and certification
de Nom-credit program
€. Credit program
5. Academic courses
a. Type - instructional style
1) Standard-type or traditional university or college course
2) Clinical (problem-solving, practical seminars)
3) Tutorial
4) 1Integrated, multidisciplinary course or seminar
5) Competency-based, modular approach, skill-based
b. Type -~ substance
1) Teaching methods
2) Curriculum courses
3) Foundations
4) Other education courses
5) Academic specialty
6) General liberal studies
7} Teaching specialty

345
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7.

Ce

de

Sequence

1) Preceding beginning teaching experience
2} During beginning teaching experience

3) After beginning teaching experienced

4) Combination of the above

Location of instruction

1) School site

2) University or college

3) Local community site

Beginning teachers participation in programs

a.
b.

Ce
d.

Voluntary or required
Incentives

1) 1In-service credit

2) University/college credit
3) Salary

Certification requirement
Teaching level or specialty

Types of induction programs

-

b,

Ce
d.

Internship/residency program with preparation (B.Ed. + first
year teaching internship/residency

Interrship/residency without preparation (B.S. + 1 year
interanship/residency; e.g., MAT program)

First year teaching (B.S. or B.Ed.)

Rationale for organization of program based on:

1) A model of problems of beginning teachers

2) A model of learning to be an effective teacher

3) A model of the coping requirements of the beginning teacher
4) A model of professional competence

5) A model of the perceived needs of the local districts

6) A model of the perceived needs of specific pupil groups

7) A model of teaching skills acquisition

Ce Supporting Systems
Institutional systems responsible:

1.

a.
b.
Ce
d.
e.
f.
g
he

University/college
School district
School

State

Teaching center
Teacher corps program
Joint venture
Consortium

Benefits or incentives t0 support system:

de

School district support system

1) Help beginning teachers survive

2) Provide beginning teachers with training in skills
they have not learned

3) Train beginning teachers on goals or programs of
school or district

4) Provide beginning teachers with additional knowledge
of subjects taught

5} Provide beginning teachers with support

6) Provide beginning teachers with individual supervision

7) Orient beginning teacher :o school and district

346

e R I



331,

b. College/University support system
1) Prestige
2) Influence on the profession-~internal and external
3) Create 8 job market for their students
4) Attract a greater number of quality studeats
5) Attract funding
6) On-going relationships with schools/districts
7) Faculty development
8) Provides fimancial support for students and university
c. Cooperating school=-joint venture with college/university
support system
1) Motivation/interest for cooperating
8) Save teacher costs
b) Obtain greater ins:>ructionmal flexibility
¢) Recruit new teachers
d) Association with university
e) Develop or improve in-service training
f) Staff desire to train beginning teachers

D. Relation to Other Teacher Education Programs Within Supporting
Institutions
l. Number of different programs
2. Differences in
a. Size
b. Purpose
¢. Instructional design
de Staff
e. Administration and organizational structure

f. Characteristics of participants
3. Cooperative relations among programs

I1. PURPOSES OF INDUCTION PROGRAMS

A. Stated purpose(s)
1. To provide supervised teaching experience for the beginning
teacher
2. To provide support for the beginning teacher
3. To recruit differenmt kinds of prospecrive teachers (intern/
resident programs)
4. To promote career changes (intern/resident programs)
5. To provide an opportunity to "earn while you learn”
6. To provide special skill training not otherwise available
7. To encourage rapid professional growth
8. To provide opportunity tc learn technical skills of teachiig
9. To help beginning teachers solve more effect;vely the problems
of beginning teachers
i0. To expand teachers’ knowledge of subject(s) Lhey teach
11. To expand teachers’ general knowledge and culture
12, To provide beginning teachers with opportunities to work with
colleagues on curriculum and instruction
13. To provide beginning teachers with opportunities toc collect,
create and use suitable instructional materials

Q :;,177
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B. Rationale~-Training for Teacher Effectiveness
1. Components of teaching effectiveness:
a. Learning about the schoel as & social system
b. Learning about the school as an instructional system
¢. Learning about the pupil population
d. Learning to instruct
e. Learning about oneself
f. Learning about learaing processes
2. Concepts of learning how to be an effective teacher
a. Assuming progressive responsibility for ilearning an
increasing variety of teaching skills and strategies
b. Learning to use self-analyses of teaching skills ond
problems
c. Learning problem solving skills
3. Developing concepts of how to relate theory to practice
4. Relating of school characteristics to effective teaching
5. Relating of school characteristics to effective instruction
of pupils

1I11. FACTORS AFFECTING INITIATION OR DESIGN CF INDUCTION PROGRAMS
A. Supply and Demand of Teachers

B. Legislation Regarding:
1. Certification (e.g., Ryan Bill, California)
2. Establishing special programs (e.g., Bureau of landicapped,
. Teacher Corps)
3. Restrictions on who can be responsible for class (general, e.g.,
Colorado; specific, e.g., California)
4. Accountability
5. Minimum competency standards

C. Relationship of Cooperating Institutions

D. Social Demands
1. For "better" teachers f{Conant)
2. Accountability

E. Policies of Teachers’ Organizations Regarding:
1. Suppor:t for induction programs
2. Differentiated staffing
3. In-service education
4. Training responsibilities of teachers
5. Monetary or other compensation for staffing development

F. Funding
1. Sources
2. Purposes
3. Demonstrations
b. Producing social changes; e.g., new sources of teachers

348
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G. Politics/values of Involved Comnstituencies
l. Conflicts
2. Power and control mechanisms

Iv. TIMPLEMENTATION GF PROGRAM

A. Control/Governance
1. Organization
a. Roles
b. Functions (responsibilities)
¢. Performance evaluation system
2. BUdget
a. Source of funds
b. Mojor allocations
¢. Buidget approval
d. Approval of expenditures
3. Domaiis of decisions
a. Program design
be Program administration
c. Allocation of finances
1) Compensation for different personnel
2) Materials
3) Space
4) Special services
d. Beginning teachers and program staff
1) Beginning teachers
a) Selection
b) Training
¢) Placement
d) Supervision
e} Evaluation
d. 2) University faculty/supervisors
a) Selection
b) Training
¢) Evaluation
3) Cooperating teachers
a) Selection
b) Training
¢) Evaluation
4) District or school training staff
a) Selection
b) Training
¢) Evaluation
4. Selection procedures
a. Criteria used
b. Personnel involved
c. Methods used
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-— 5.
6.
7.

»
8.

Decision makers and decisions for which they are responsible
University

de

1)

A’ministrator (e.g., Dean)

2) Program administrator
3) Faculty
4) Supervisors
Cooperating schools/districts/counties
1) School
a) Cooperating teachers
b} Principals
2) Districts

a) Boards of Education

d) Central administration

¢) Counties administrations

State Departments c¢f Education

1) Certification agency or commission
2) Department of higher education
Teacher organizations

1) State

2) Regional

3) School representative

Some combiamation of above
implements:

University = program faculty
School - cooperating staff
School-based staff

Joint responsibility

does the monitoring of:
Program administrators
Supervising faculty
Cooperating teachers
Beginning teachers
Instructional staff (School or District)
evaluates the program:
Formal

1) Board of Education

2) State agency

3) University faculty

4) Funding agencies

5) School district
Informal

1) Cooperating teachers
2) Cooperating principals
3} Participants

B. Instruction and Supervision

Beginning teachers induction experience:
Amount of classroom teaching experience
Variety of classroom teaching experienced

1.

a.
b.

1) Subjects taught
2) Pupils taught
3) Schools in which reading is done
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Provision for peer interaction and collegal support
Degree of responsibility for managing and imstructing
classes (degree to which couplete role of teacher is
assumed)

Supervision of beginning teachers:

e

b.

d.

=)

f.

h.
i.

Amount of supervision provided
1) By university or college faculty
2) By school staff
Type of supervision provided
1) University faculty
2) Clinical professor
3) Cooperating teacher
4) School admipistrators
5) Local school staff
6) Combinations of the above
Location of teaching site
1) Accessible to university or college
2) Remcte from university or college
Content
1) Specific to local classroom/school
2) General professional development
3) Skill development
4) Special curricula
Frequency
1) Scheduled regularly
2) Needs-basis
Strategies
1) Pre-cbservation conferences
2) Observations

a) Specific

b) General
3) Feedback sessions
4) Seminars on common problems
5) Modeling of teaching performances
6) Arranging observations of effective teachers
Quality-—Criteria Used
1) Personalized or individualized
2) Promotes measureable change in beginning teachers
3) Acceesibility of supervisor
4) Variety of supervisory perspectives
5) Supervisor a resource for ideas, methods, etc.
Ratio of supervisors to beginning teachers
Cooperationg among supervisory personnel

Instructional and supervisory staff

e

Selection criteria

1) Academic training

2) Speciaglized training for supervision or imstruction
3) Relevant teaching experience

4) Recency of teaching experience

5) Certification status

6) Knowledge of research on teaching effectiveness

7) Knowledge of specialty skills
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b. Training

1) Models of supervisory process
a) Clinical supervision
b) Cognitive~didactic supervision
¢) Personal-developmental supervision
d) Supportive, non-evaluative supervision

2) Content
a) Teaching methods
b) Research on teaching
c) Supervisory skills

3) Amount or frequency

> lastructional format

&) workshop
b) Individualized program
¢) Seminars on supervisory experience and problems
d) Field-based

V. EVALUATION COMPONENT

A. Evaluation of Prograums

1. Evaluation design
a. Specific to goals of cooperating schools
b. Specific to goals of program
c. General teaching goals
d. Formal methcds used
e. Informal wethds used
f. Planned use of results
g. Formal design
h. Short=term follow~up
i. Long-term follow=up

2. Criteria of program effectiveness
a. Satisfaction of beginning teacheis
b. Meeting needs of beginning teachers
¢. Facilitating induction into teaching
d. Improved pupil performance
e. Satisfaction of cooperating schools
f. Placement of beginning teachers
g Retention in teaching

3. Procedures for program modification

B. Evaluation of Beginning Teachers
1. Goals
a. Selection into program
b. Placement in teaching position
c. Retention in program
d. Degree award
e. Certification
f. Success on-the-job
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Substance of assessment of beginning teachers
a. Instructionsl skills and strategies
b. Relations with pupils

c. Relations with staff

d. Commitment to teacuing

e. Knowledge of subject(s) taught

f. Knowledge of teaching methods

g Relsation of theory to practice

h. Clagsroom minagement

i. Diasgnestic and prescriptive skills
jo Evaluation skills

k. Attitude towards teaching

1. Attitudes towards teaching

m. Knowledge of school/district policies
n. Relations with peers

0. Relations with parents

Techniques of assessment

a. Self-assessment

b, Observations

c. Logs

d. Interviews

e, Written tests

f. Rating by supervisory personnel

g+ Pupil performance

h. Pupil ratings

Schedule of assessments

Evaluation of Supervisory Staff

1.

2.

3.
4.

Personnel to be evaluated
a. University supervisors
b. Scheol supervisors

¢. School administrative staff
d. Imstructional staff
Methods

a, Observation

b. Self-reports

ce Ratings

Frequency

Consequences

a. Improvement

b. Termination

Vi. MODELS OF TEACHING BEHAVIOR

A.

Structure

i,
2.
Se

Relation of prograigp to pre-service education

Relation of programs to induction into feaching

Relation of programs to in-service education
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B. Rationales for Programs
1. Conceptual models of learning to be a teacher
2. Assessed needs of beginning teachers
3. Specific needs of school systems
4. Societal demands

C. Kinds of Models

D. 1Initiating Agency

Vii. COST FACTORS

A. Major Costs
1. Uanit cost/participant
2. Unit cost/supervisors
3. Unit instructional cost
4. Unit administrative cost

B Comparative Costs

C. Compensation
l. To participants
2. To supervisors

D. Special Facilities
1. Microteaching
2. Video-taping facilities
3. Closed-circuit networks

T0 BE ADDED:

From NIE List: a. "Program planning procedures’ under Program Design
b. Incentives for mentorxs ,
c. Alternative staffing designs for instruction
de Teaching and responsibilities cf mentors
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